. in school-based undergraduate training of teacher§, b) a'study
relating school, state and national budgeting procedutes for the
.education of teachers, c) the age of teacher recruistmwent, d) feedback

; .

aspect of the undergraduate education of teachers. (MIM) \
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e T " INTRODUCTORY LETTER

‘ - - : - : June 15, 1972

- . e . - .

To The UPEP Task Force

. . The first publlcatlon of the directorate of the Study Commission on Under-
) . .» graduate Education and the Education of Teachers was Education for 1984 and
‘ : After. This was a book reporting conversations with,” and artlcles by, Deans
* of Education and Deans of (or leaders of) *“Teaching-Learning Centere” which

) combined the aitributes of the traditional College of Education and those of

R © " the traditional Arts and Science Gollege in an experimentaf format. The tenta-

e tive! recomméndations to the Office of Educatlon of that first meeting were as

. foilows: ‘ .

Undcrgrnduale mlnpower statistics md to be gatheted in & much more

» targeted wly than they have been, in ways which will represent what local

. power structure configurations, local cdmmunlty patterns, and local cuitural
needs are and how gach of these besrs on the "education lmf placement of
educnlon personnel.. The rocognltlon of the unmet needs of students in pruem

T . schools ‘and tie creation of a vew view of what future schools should become

.

T ‘ _ are both conslderaﬂom vital to any future teacher supply analysis.

Figures with respect 4o the cost of undergudum teachcr education vis-d-vis '

N . ; other forms of undergraduste education and proleulona! education need to

K “ be gathered and dispiayed for national audiences (inclydtnq Iegislnlve Jhudget
committees). ° . . k b

o .+

.

g ’ Current OE and natlonal com:epu ‘of “accountability” and “con e\fecllve- '

’ ness” need to be redefined to lake cognizance of anthropoidgical and 'so- .

ciological perceptions as o how human groups make psople accoun}ublo to

each other and recent perceptions as to how non-technical benefits conterred

by crmcal education, including critical teacher educaljon, may be sssessed.
LN "= New pro;,.-ams must be rooled in an undemlndlng of humnn culfure and of the

/- . ) culture or cultures served by a specific undergraduaie progrlm for education
‘ personnel: an understanding of the learning styles of thua cultures.

’ Any luture Office of Education Iundmg of higher education lhould be
developed as follows: . .

l ) 1 The grant should be an “institutional re!orm" grlnl rather than a
. “tethporary syslems" or ‘“purchase “of lervlces" grant.  ,° ,
. ) 2. Before the grant is glven, commlimenll to follow up the changes
, D created through it should be obtained up through the governing board
' : _of the institution and, in some cases, the state legisialure.
. '

, 3. Grants should require some form of program budgating across Arts
and sflence. Colleges and Education Colleges; and tommon, fully in-

. ' tor,the Improvement of Educational Systems, U.S. Office ut Education. The Study Commission
wmks with the UPEP staff .Jn a process of researching educational reform and developlng pro-

. grammatic thrusts. . .
. : )

W
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"tegrated systems of currlculum formation, evaluafion o!"'«':ollege !
’ teachers as temchers of teachers, and related promotion and pay
-+ . features shoutd be required.

. 4. Preference in grants should be given lo places which have abolished
or serlously modilied depariments and crealed some kind of common
' Arts and Sciences-Education learning communny as the basis for
educating education personnel : P

5. Each program should have p cleér, pro.gran.\: for governing inter-sys-
temic questions which relale the cotlege and the schoots lo each

, other: e.g. such questions as tha statfing of -ctinical schoois, feeding .

. new leachers into' the schools, protecting academic freedom in the
school, need_ o be handlcd in a systemic way and across syslem's._

~ The Study Commission and UPEP will have to cfeate the tools to make
Higher Education take note of the above recommendalions .

r

The second meeting of a Study Commisslon commmee was a meenng with
superintendents of schools and principals—women and men “who have played
. a leading role in. developirig clinical training, The recommendatlons of that
» group are as !onows

.Slallsllcs. ]

1. Educai(on stalisl(cs\ needilo be gathered in reiation to general sociat

cost statistics which refiect the consequences of poor schools and
badly educated leachers in such calegories as the costs o! prison,
‘programs, dropoul programs, lob training programs and so lokth.

2. Education statislics which Illumlnate the m rkel and tefl what kinds
of teachers are needed and where and what kinc's are not needed,
. . need both 1o b gatheréd better and betmr ublicized. . , ¢

‘o The prolessional aspect of the training. 01 leachen needs fo be cenlered
in the schools and controlied by them as a “technical training” comparable
in some ways to industrial training. The role of higher education in the educa-
tion of teachers should be to provide a good general or-liberal education in
the first three years of ‘tellege. School-based professional training. shoutd be
ofiered in the fourth and possibly the fitth years.

" School-based tralning may make use of higher: educalion personne! to
* agsist in tho professional, or lechnical educalion of the leacher:

. 1. to perform community-\commlssioned research;

g ’ 2.'|o represent ‘advanced stages of .the Kknowledge-wirining process
. both to the teacher and to the student. :

. School-based professional Irsining should include a strong component of
VY learning from the community and controt by parents and students, and should
respect the life style, value syslern, language, and expressive system ol the
culture in which the school which provides lrairing is located. , '
ool ‘ L .
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School-based undergraduate training shouid continue up to fenure and
should involve some sort ‘of credentialling-in-neighborhood by the school
system and parents, - !

The federal government should feed nq funds of a research or sclentific
nature (NSF, NIMH, elc.) or for non-tedcher training purposes to those institu-

" tions of higher education which réft’nse to fullit! their obtigations to the schools.

School-based undergraduale protessional training would cosl no more than
preseni higher education training and would require a form of collaboration
among the schools, the stale, and the lederal goyernment comparable to present
methods providing for tunding dependiig on cotlaboration of highet education,
the institutioh, the state, and the federal government in such areas as science
or among industry, the stale, and the federal government in industrial lralnlng

Primary funding should be “lnslllullonal Jeform {unding” as opposed o
purchases of services” Iunding

3

The following specific ancillary directives were given: .

1. The Study Commission and UPEP should make an assessment of
feeds and models in school-baseq undergraduate training of teachers.

2. They should do a study relating school, state, and national budgeting
~ procedures for the education of teachers, . - LI,

4, Teachér recruitment should begin'in the schools as early as age 13,

4. Any clinical schooi'should'.rqvide Ieedbaci( and evaluation 1o higher
education as fo its eflectiveness.in leachrng. parlicularly in the liberal
arts, . . .

» . ¢ .
5. The'idea of “performance’” and “behavioral objectives' shoutld possi-
bly be redefined in broader, less narrowly behavionslrc terms, and in
. nen- quanlrlled verbal- lerms. .

The Deans of Education and Arts and Sciences group .took the following
position which would tend to qualify the school administrators' positions;

The professional education of teachers needs lo be’ cenlered in schools ~

but not controlled by them because : ) -

1. The schools in mosl dlstrlcts lack the intellectual tescurces - of the
- typicat College of Education. . N

2, The schools have very conservollve administrations an¢ schoot beards.
and neither educational innovation nor academic freedom would be
prolecled in school-based settings. G~

Both qroups agreed that;

1, Credentiailing procedures need relorm to reflect - community needs
and the teacher's capacily to do-a-job. .

2. Federal funding should ke “institutionat reform” grant funding.

vil . .

’ 3
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3 Training in protessional egncallon needs much mQLe to reflect a re-
spect for lhe culiure, life siyle, and power, or polential powe:, of
oppressed ‘groups #nd non-mainsiream caitures.

‘.‘ Most schoois in the present hide-bound state ‘should not have any
Bignificant control over the technical aspect of the undergraduate
. 2ducation of teachers, evan that which they presently have Ihrough
cooperating feachers and prll.clpals in the less responsive lchools.

The 1undamemal issues which are joined’ belween the deans and the school '

- administratars may require: ° ¢ ..

'That the AAUP and/or other organizations which guarantee” scademic
freedom be encouraged to participate in the development of school-based
. undergyaduate Iraining for icachers and also be invited to-participate in develop- .
ing guarantees of fre@dom for student teachers where technical education is,
controlled by,hlgher educlllon.

¢

That h igher education eilher relhape, or give up its clalm to offering, tech-
nicl education in education areas and assign it 1o the schools, industry,

" community agencies, eic., which have extensive educational programs and can
.possibly provide their own technicsl education,

,That the’ component dt'nliné with the “'crilicll." study of education in educa.
tion faculties be deepened and broadoped, made moré |heorelically rigorous,
extend deeper into history and acrou more cutures.?

It appears the UPEP guidelines shou|d take cognizance of, and refiect, the
position tgken_by the Deans’ group and Sghool Adminisirators’ group whefe
reasonable concensus\appears to exist between the two groups. Further Stugy
Commission study apd agtivity will be needed to resolve the outstanding issues
and to,take coghizance of other contributing groups.

¢

This book also contains a serlesl of essays seiting forth related legal, sta'-*
tistical fiscal, gnd budgetary Issues The burden of thfese essays Iis: /

That. the Ieacher shorlage may be a myth, based on an incor'ﬁc! concep-
tion of what a teacher of eltucation is; training i be an educator shouid porhaps
be offered in the school and other vocational and community contexts where

edufation istone. v .
LY

That some notions of “culturally pl\iralisllc"'educatlon appear fto have the
force of legal opinion behind them (San Felipe del Rio), and lhese should be
basic' to school-based lralnlng. !

That futly elaborated "c" aical schoqls" do ndt yet exist and need to he '
"tonceptualized. ‘ .

That "insmuﬁonal developmenl" funding is more effective man Ypurchase of
services'’ funding in education reform areas. ’

. 2C1. the suggestion of Charles E. Silberman In Power, AutSorlty and Dec’sion Making in
Teacher Education, pp. 35-39; ajtd pp. 498:51. .

N viii
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realized. .

, . The final reporl of the Study Commission will endeavor to clarify and/or
. { L ' “resolve the :ssues raised above. The recommendations inctuded®in this Intro~
" . Yuctign are trought to the UPEP task force and to the educational community
’ - of the nation for thejr consideration as the Undergraduats Preparatron of Edu-

catronal Personnel program Is being *built.

’ . Paul A, Ofson
. ) . C HUREEN Diréctor, Study Commisslon on
L ,. Undergraduate Education and
! . ) . Education of Teachers ,

v ]

the

)

< 'The followlng summary was made at the end of the dlscusslon and ap-
proved by the parﬂclpants

L B ! . \

SUMMARY

'MR OLSON '
. 1. The supenntendents and pnncrpals group wants dn as-
L . sessment .of need with respect to teacher training, perhaps clinical

v . L tedcher training of an undergraduate sort based'in the schools.

‘The costs of the program are to be estimated, -etc. This would
be undertaken by the committee working with the American As-
T sociation of School Administrators.

. s, 2 The .group wants an eXfollatron and rationallzatron of
budgetrng procedures ‘which wouid‘involve bringing together the
Office of Edlucation procedures, 'state budgeting procedures,
| ' . hrghereduca’ttlon budgetrng procedures and school procedures.

. v .

3. The. group wants a plcture of how clinical téacher
which is ‘centered in the community and the child could
ried on, . '

4. The group gave me the following directives: (a) first, that
undergraduate training should be school-hased in the fourth and
hfth years; (b) second, that an undergraduate program should be

"a program which really begins in the .high schools at about 13,
encouraging . the: sense of a teachrng vocation ‘particularly in
young men but also.in young women at that level; ) third, the

raining

actuglg“common school staff’” up to the point where the tenure
. . -, ‘ \ Y

- ’ : 3y ix ¢ .
Y . ' - Q o
- : . : K% ’
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" That local, state, and feds:al funding patterns for schools have to be clarl-.-._
“ fied and rationalized i decent school-based training for teachers is io be

€ car-

program sbould carry thrOUQh from the clrmcal school into the

e T S s e e

g S e et ahomt Lt i)

o




’

decrsuon is. made (which would probably be about three vears
after the person goes into the schools), the tefure decigion being
conceived of as a 3-10 year “‘tenure” decision with respect to
-continuation of employment; (d) fourth, the clinical school would
be conceived of as a school which would give feedback to higher
education as to how to reform, its practicum and training activi-
lies partlcularly in the liberal arts areas -(where such things as
'the Kent State sociology practicum would be conceived of as
m%dels for the traimng of people. who could actually operate in
schools and do a job. of psing the schemata provided by higher
,'educatlon to understand the world in which the school operates);
(e) fufth "the committee aclied for a series of new definitions of
: performance some of themn non-numerical: figst of all, transac-
tional definitions cf performance as set ~forth by Dick Foster;
secbnd “verbal” or."descriptive ianguage game*’’ definitions of
p'erformance as opposed to numerical definitions; third, group
.and community-oriented or cofpmunity-of-the-schioci definitions

of performance as described by Murray Wax and others in recer!..

essays attacking conventional notions of "ﬁé-o—untabuluty”, i
sixth, the group said that.the teacher eslucation program should.
be directed toward the -reshuffling of certification so that a
teacher's being allowed to teach ‘would not bs simply a matter of
getting a degree or getting credentialled but of the teacher’'s being
certified as a pefson who is appropriate to teach in a specific
school or specific context. The group said that there should be
a program mvolvmg parents In the Iocal community to "certrfy
at the district devel, .
™ S
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_EDUCATIONAL REFORM AND-INFORMATIONAL NEEDS

In' discussion about ‘ediicational reform and needed .information the group

are the actual -cosfs of edication? How does the economy affect education,
. now and in the future? What kind of adults are needed in the classroom? What
> PP is the picture of the total soclal and cultural reality—l.e., How much Is spent
' by tha government on Lockheed of how many native American teachers are

there in areas of large. native American populations? How do local communities

. — ) ‘express their own educational needs? Are these real needs or has the thinking
) of ‘the community been controlled and manipulated by people in power whu
decide what mformation the people should have?

L4

The group also considers the followlng Issues: The formulatlomof ‘value

precise definition of market needs would affect teacher recruitment; identifying
at the elementary ievels potential teachers, training them and using them in
. teaching relationships as a-way of getting quality teachers. .

>

- Shapiro in his study deais with one aspect-of information needs—the supply
and demand for teaching personnel. He suggests that the present perception
of teachers as “single-purpose tools” rather than as professionals who are

- capable of working in a variety of situations increases the disparity between
supply and demand. He warns that if current recommendations to curb the
teacher surplus are put into efféct that a shortage of 1 ers may result by
1990. He bases this projection not merely on populatioe{gr\wth but also on
fundamental changes in our sociely involving what he calls an "information
revolution” in which jobs will be task-oriented—a process involving a heavy

’ demand on training and re-training. Moreover, he suggests the fundamental
attention should be given to the process of training and utilizing teachers

" rather than to an attempt'to decrease their numbers.

L ) .

P ¢ .
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' _ raises a vatiely of questions: How many t?achers are presently available? What

statements regarding the relationship between school and sociely; how & .
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: Education ‘Reform and Information Needs

“There ought to be paid work that older hdolescents can do in an
inner ¢ily school that can be enormously useful. The gang kid, who may
be a more effective teacher of reading for kids from his neighborhood
than the cerlitied pérson, should be poid as well as given credit. My
poinl is that it doesn’t have to lead the kid anywhere it hq,doesn't want il.
it he says, ‘I don't want to be a teacher in the long run; fine. But, we
can say, 'We need you, you are valuable; not only can we pay you now
and give you immediate reward, but we can set up a program for you
that, in eflect, will fater lead directly iniv a career of teaching.’”

- —Robert Schwar’) see p., 12,

INFORMATION NEEDED '

"MR. OLSON:

| hope that this becomes a fairly open kind of dlscussmn
group. | want to start with ‘what kinds of information you think
a Study Commission, concerned with getting decent teachers to
American schools, ought to have available. | am thinking first
of numbers information; the National Center for Educational.Sta-
tistics or other groups are wullmg to ga{her numbers.

MR. SALMON:

" It appears to me that we are always hung up on what a good
teacher is. My inclination is to define what we expect of teachers
in terms of results as reflected in the output of students. As |
read the material that you sent me, | was struck by the fact that
we are still looking at inputs so far as teacher behavior is con-

cerned; | was particularly struck by the discussion in one of -

these documents which dealt with the training of teachers in
institutions in ierms of tie salary scales of these institutions as
rated by the American Association of' University Professors. |
found no indication that anybody had “ever looked at how well
the people who were educated as teachers at institutions which
. paid good salaries, performéd in terms of student performance.
It is attractive to say -that teachers should come from Class A
institutions, institutions where the professors arve all well paid.
But, | would like some data—theré may be data—indicating that
teachers coming from those mstntutuons are, in truth, more elfec-

tive teachers. .

_MR. SPILLANE:

Statistics are extremely important at this initial stage of the

Study Commission’s work because statistics are changing—and

1

“4

-

.',‘. v

b
X
ks

R et et Ty Sy el e
i B e S SR A e i

Ll Bt e e G
AR R AT B e
.




\A
A2

The University Can't Train Teachers

) rapidly—in this country's schools. The first'_statistic §~e need to . L
» . know is how many teachers are available. . . .

Teachers are now a glut on the market. A distrizt such as
New Rochelle; a small city district; has dismissed 171 teachers ¢
for lack of.funds. As a district reaches afiscal crisis.and starfs
to reorient its priorities, its new priorities have a far-reaching Som—
effect on teacher educatjon.! ' . "\

" The role of the schools in the past has included the role of
social leadership. We provide supportive services — speech,
health, hearing; we are probably the' graatest source of public .
health in this country. We. vaccinate, iook at eyes, ears, noses
and throats; weprovide all kinds of services that we no longer
have substantial sums of money for, particularly where the public
bases its funding on the premise that we are primarily to provide ' N
aducation in reading, writing and arithmetic. Education has ° )
changed drastically in the last hundred years, but the support P
for it is still the same: .the property tax. As a typical school
district finds that it cannot collect enough taxes, it starts eliminat- ‘
. ing people like social workers and rsading teachers. Maybe this —

is good in that it focuses-the teacher's responsibility. There is '

-no longer the reading teacher that a teacher can point to and

say, “This kid has a reading problem, and that’s what you're here - ..

for,” or “He has a social problem and that's what the social

worker is here for.” Like it or not, the cutting of supportive staff

is now shaping the teacher’s role and respansibility in a school.

It is an external force that we have véry little control over, Maybe
» it will be good; maybe it will be bad. | think it depends on how

the cutting of staff is harnessed. The fact is that, given the:
‘rising cost of education and the sjower growth of the GNP, 'we ; . _ :

may have to place 40 to 50 kids in a classroom. _ T ' ' .

All these are considerations really fundamental and prerequi-
site to a discussion of teacher education in the context of ‘ ) '
reality. ' ' ’

w

'For a description of New Rochelle's rede.slgn efforts see p. 153, - . » ' “
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MR. OLSON: | ,
Are you saying that we have to accept the notion that we are

going to cut staff?
\

_MR. SPILLANE: T L

No. | think we must consider it in terms of gathenng data—
to find out what the fiscal pieture really is like. Recent reports in
Newsweek or Time show the. rate of growth in need for teachers
is low. That may or may not be accurate, but we need a lot of
data as to the number of people that are going to be available,
the cost of education, and how the.economy is -going to fffect
education. These are critical forces affecting the training of
teachers. :

MR. OLSON:
‘Are you saying that, if we cut back, the quéstion is whether

we keep the highly specialized person or the classroom teacher? :

MR. SPILLANE: :
External forces are causing cut backs. We shaII have to set
our own priorities. \

MR. FOSTER:

\

| need at least five times as many adults in my olassroom as

| have at the present time in order to provide the kmd of adult-
student interaction relationships necessary if we are really serious
about the delivering of skills. We have never reslly tajked about
site goncentration. We have never really talke about what would
it take if we really wanted to do jt. We aie not overstaffed; we are
understaffed. We don’t have enough to do the task, and | say

that purposely. The Gross National Product does not provide -
enough money to schools for staff, and that ought to be ourj.

bombardment on the U.S. Office of Education. \\

- The question is, what kind of adults do we need in thqsé class-
" rooms? If we keep going as we are, | don't see any turnaround.
Twenty years from now we will be inches better off, if at. aII

MR. SALMON:

The rationale that one built staff on was that social workers
were’ needed in order to produce a certain kind of behavior; a-
reading teacher was needed to produce another kind pf behavior.

3 . v
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That's a-traditional way to look at ii-—that it yo_u get a teacher-
pupil ratio of so much and if you have all of these ancillary types

of peupie around, you will produce a resuit. Some data indicates -
that you don't produce the results that way. On the other hand,.

in certain areas of California (and | can talk about Sacramento),
where you did site concemratmg, you did produce results. The
political problems that immediately ‘emerge result from an in-
adequate economic base. You go to the people and say, “'Let's
find a better way to teach ghetto kids.” And so you find a better
way. But, it costs you $400 more per student than you're spend-
ing on your regular kids. So you say, “‘Give us $400 more per
student and we believe that we can expand this program and
better meet the needs of more children.” At that point, the tax-
payers are likely to say, “That wasn't the idea. The idea was

really to develop, within the context of your initial outlay, a plan -

to teach kids in this way."”

~ .We have to grapple with what we expect from kids as to be-
havior. We have to look at the kind of delivery system and the
kind of staffing patterns that produce our concern for misconduct.
| guess one of the problems that | have deal} with for some time
has to do with input versus output. If you add more staff, do you
necessarily produce more Tesults? Well, that's problematlc
Maybe you do, maybe you don't. .

MS. SIZEMORE:

Data need %o bg collected about the total social reality; i
formation on the total reality is not available. It's hidden mforma-
tion. We have information on how much money is spent on the
‘war in Viet Nam, but not on the subsidies given to companies
I(ke Lockheed. These expendltures should be placed side by
side with the inadequate educatlonal allocation and should be
known to the people.
MR. SCHWARTZ:

We need analys;s of comparative .social costs—e.g. of .the

st of preventive money pumped into schoois a3 apposed to
remedial money spent down the road. .
MS. SIZEMORE:

Yes, for instance, the amount of money needed to keep a

man in prison for a number of years. This should be made public

-
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to the. people so that they know what the governrhent's priorities

- really are. Is Lockheed more important than educatioh, for ex-

ample?

I want to know about the total social reality; I want to know
about local cultural realities. | want to know how many American
Indian teachers there are in systems that have large American
Indian populations. | want to know how many Spanish-speaking

- . teachers there are in cities like Cnicago with their large cencen-

trations of Spanish-speaking people, | want to know those kinds
- of things and | want the people to know. And | want to know

what our teacher training msmutlons are domg about the deficits
in those areas. :

MR. SPILLANE:

Jt was shocking to educators in this country whnn not too .
Iong ago, the Gallup poll found that most of the people in this-
country—73 per.cent—were most concerned about discipline in
schools. Discipline was, to them, the foremost educational issue;
" it still stands high on the list. That says something that school

i?eople have to be aware of. In gathering information, we need
to find out what the people view as "the problem” so that we can
work with it and develop systems: with. people, not in isolation
from them; predetermining what they think as -we perceive it.

MS. SIZEMORE:
If you find.out that the people are concerned about discipline,
what are you going to do? :

MR. SPILLANE..

‘That's just one aspect of a tremEndous amqunt of data that's
essential to develop a complete picture. We are still operating
in isolation. Community involvement, in many cases, has been a
farce because we have predetermined what the community wants.
Maybe we don’t have the'data available to find out what the
-community wants. Maybe it doesn't know .

MS. SIZEMORE: . - ' ,

I have problems with that approachi. The community, which
| represent, in the first place, has an inaccurate conceptual map
.of reallty—and not accndentally—because beople with power have
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controlled what knowledge was distributed and dlssemmated to.

the people in my comnunity; they only know what.thie people in
power want them to know, which méans that they do not have
choices. -

For example, when the new Martin Luther King H|gh School
was uuilt, the people in the commumty wanted a general aca-
demic high school as good as any other. high school in the city,
but such a school did not speak to the needs ofjthe students
who were coming to that high school. The community had to
have information, as it djscussed, so that it could understand
wnat it was choosing before it could intelligently choose.

MR. SPILLANE:
That's exactly what | am saying.

MS. SIZEMORE:

If you'we[,e to let loose a group of surveyors in my community
at this point and they would ask some questions about various
situations, the community would give them whatever responses
the knowledge it has dictates; the community may say that what
we need is more police in the $chool. But if aware of another
set of knowledge, it would then” have a chouce between actiong
and know why It chooses as it does.

MR. SPILLANE: :
Even if a community says that it wants more poluce that is
something. | know then where my problem lies in education.

Part of the problem is that we have done an extremely poor job '

in educating people as to what we are doing.

MR. CARDENAS: ~

| have another hangup on a polling approach to finding out
what communities want. Minority groups are going to be poorly
represented. Rather than taking a poll of what Americans want
. for their schools, 1 think we need a mechanism so that, in a spe-
cific neighborhood, one can find out what it wants for its schools.

MR. OLSON: ~ T .

But meaningful data can'l be gathered from the neighborhood’

until the people in the neighborhood have been through the kind
of educational process that Barbara has been talking about,

- B ’
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As I listened to the conversatlon it seemed td me that there
was a "determination by—! guess, by the board of educatign in
Chicago, that the people in that community initially wanted a,

" general.academic high school. Dld 1 hear you accurately on thgt"

MS. SIZEMORE: o \
Right. : : b
MR. SALMON: '

That seemed to support Bud Spillane's position- that that was
a beginning point. Then the needs of the community were related

.fo that; and the incongruities emerged. It took some real illumina- -

tion and real ‘work on the part of people who understood that
situation to get the people who lived in the commumty to change
their idea about what the school ought to be.

MS. SIZEMORE: T oie, “

I agree with that. But, I'm saying that to go ahead and build
the general academic high school, knowing that the people did
not understand that there was any other alternative, really; is
using the people to further the goals of the system. ‘Because, it
is the system that distributed the information about the general
academic high school in the first place.

MR. CARDENAS:
Let me give another example: blllngual education. The adult
population in Navarro has been discriminated against; it has

been exploited, and a lot of the exploitation and discrimination -
has been rationalized in these terms: you don’t speak good Eng- -

lish so you can't get a job that pays a good salary. "The penalty
for being *‘non-English speaking” has been a big millstone around
these people’s recks. Then come the superintendent of schools
and the board, and they say, “We're going to start a bilingual
education program.” The people say, “What’s that?" “Well, we
are going to start teaching the kids in Spanish.” "“Oh, no, you are
not. | can just see my kid. getting screwed all his life like | have
been, because | don't speak adequate English.” It takes a for-
midable adult education program. The communities who were
going to implement this thing had to understand that jt wasn't
minimizing acquisition of English language skills but an alterna-

7
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tive system which allowed for the maxlmlzmg of the acquusmon.
of skills in English.

if yuit conduét a poll right now among Spanish-speaking popu-
lations and say, “Do you want bilingual education?"” they re going
to say,,"Hell, no, we want our kids to be given jobs.”

MR. OLSON: ’

| hear you saying something that Tony Gibbs of the Woodlawn
Organization said about the Moynihan report: “If you really want
to ‘'understand the problems of the United States, you don't have
Moynihan come in and look at a lot of black families.” That is,

you investlgate problems in controlling popu/at/dns, not in the-/
controlled ones.

MR. SCHWARTZ: o }

Before we talk about gathering. data, we must make some
value statements about what a relationship between a‘schoa!
and a sc\%ity ought to be, | would suggest two values that ought
to be prionty values: () Schools should promote cultural di-
versity, which is not simply a matter of a community’s perpetuat-
ing its own culture; it is education toward placing a proper kind
of value on piuralism and other people’s cultural systems; (2,
schools should help level income dnd power differences, so that
the gap between rich and poor would be considerably narrower
in the next generation. One has to acknowledge that efforts to
realize these values may mean a confrontation with the power
structure. They may mean more tension rather than less.. Theré

" will appear a real opposition between the,needs -of the dominant
society to reproduce itself, its desire to usé schools to perpetuate
the present social structure and.the values whnch oughf to be
our priorities.

In my own situation, Adams ngh School has been operatmg
directly in the face of majority community séntiment for a ‘couple -
of years and, | have to say, not with'great success.. If we higd
conducted a.poll in the dominant community- before we opened
‘Adams as to what kind of school the people w:énted, it damn
well wouldn't have been the kind-of school we wanted. And if
we took a poll now in the dominant community and asked people
whether or not the school was reflecting their values and needs,
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they would say, *‘Hell, no.” -The Study Cgfmmission has to lead,
ang it has to gather data from some perspective as to what con-
sti(utes leadership.® /e £

MARKET NEEDS AND RECRUITMENT
MR. SALMON:

As | look at the issue of data and teacher tramlng, | thinR’ of’

a number of variables that imoinge on the final results. Perhaps
the most important is the variability of the market. It isn't" the
teacher training institution which decides who’s going 'to be a

. itacher Essentially the individual decides who'$ going to be a
teacher. The mstrtutlon can only filter, .
‘ Now, how can thls system work? If you could have an expres-

sion from Barbara Sizemore's school or another school, say, that
Spanish-speaking teachers are valuable, some of the people who
are going to college that are trying to make up their minds about
what they want to do might opt in that direction. -But, right now,
the market isn't that well defired. With the Bilingual Education

-Act, there has been some movement in that direction, tbecause it's

been enunciated; people who are bilingual now see a markef

But the market has not been well illuminated as a basis for

counselling /ind career direction.

.MS. SIZEMORE:

ut, teacher training Instnutlons do affect the mar}(et " Even
with the large number of schools in Chicago urban areas that
sérvice Spanish- speaking communities, most teacher training in-
titutions have yet to provide a program for Spamsh-speakmg
teachers.

MR. CARDENAS:

Not only that—in my area, most institutions of Higher Educa-

tion impose a lot of barriers ¢hat prohlblj Spamsh people ‘from
going into college. .

MS. SIZEMORE: 5\

The whole area of intelligence testing--l have had studerits
who would come from Puerto Rico, sophomores in high school,
placed in the 7th grade because the school had given them no

p. 83. )
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*Fora partialv descr}_ption of Adams High School In Portland, Oregon, see - ’
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" Except for the bilingual program that's espqcially, funded, what -
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Spanish-speaklng tests t0 measure intelligence or achievement

The whqe fngllsh speaking curriculum is imposed upon them at
a level ot interest and mstructlon through which they have already
paSSed

o o

kind of a market expressuon do you have for this kind of teacher, '

for the teaoher that'can communlcate with the Puerto Rican or
the @hicano or the Sioux?

‘MS. SIZEMORE

We need data to tell us where these schools are, what numbers
of Sﬁ%msh-speaking teachers are needed. But the problem is
very complex. We have programs to desegregate teachers, but
there ‘are fon,e's in the c,ommumty saying, “l need this cultural
residue in my school to deal with the problems of my people.”
These two forces come together head on, especially in the Black
cummunity., Again, in the South, Black teachers are losing thelr

jobs through desegregation; thial's inimical to their interests. They

are being displaced by whlte teachers in the name of integrega-
t«on

MR. CARDENAS

- The shortcoming of a defining of the market is this it will have: .
an effect cn who seeks to be tramed for the jobs, but it is un-

likely to affect tralning

e ] [

/'

MR.. SALMON

“Your dlstrlct said that you want 500 Spanish-speaking teach-
ers begause you have a program that's going to ongage that
skill; then you might go about irying to get them so you could

" put your program into effect | think it would I;ave an effect on
: traming '

" MR. CARDENAS:

Let me give you an example. We have a Careelg Opportunities
Program. | not only say, “I have got vacancies for 120 teachers,
or will have within four vears", | identify the 120 that want to go
into teaching and recruit them. | provide full -tuition, stipends,
salarjes, books, and all fees, but that damn college still won't do

< 10
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ariythmg for them. The same thmg is true with our brlrngual‘
“lIfstitutes. I've got a‘hundred thousand bucks for training teach--
" ers, but the college will make no coficession. If the kid doesn't .

pass’ the ATC exam, they will not pass the kid. o

MR. SCHWAHTZ

We have got to get more Blacks and Chk:anos and Indians
into teaching. We ought tg.pegin to design a strategy to get
these people-in. An early identification process is alréady under-
way in several pTaces under COP,” for example. This process

- "

“... includes identifying potential teachers at the high school lével,

using them in a tutoring reIathnshrp within the schools, and put-

“ting them on a paid basis through Neighborhood Youth Corps
funds or other kinds of funds. This means taking someone at the
ade'of 14 or 15.and saying two things to them: (1) we will
guarantee you a teaching position if you want it @t X point down
theéroad and -(2) we will provide a combmatlon of work and
study for you begmnmg right now. - v

| would be more comfortable if we sard that we conditionally

guaranteed the teaching posltloQ the condition being that that
person becomes a,teacher. ' -

MR. SCHWARTZ: :

There presumably would be some kind of criteria. But very
often one of the real problems for a Black adolescent in the city

s that he feels locked in a system that's not going to lead him

anywhere Given this it means a great deal to be able to say,

“Assumlng you keep your part of the bargain and stay in, our '
needs for Black teachers-are such that we are willing to go out
~on a limb and say we can guarantee you a position. We are

willing to bet on you and we are willing to design a<program
that will work with you—a training program on the basis of what
we know about you as a person at age 13 that will help you be
a teacher” °*

| see your side of the aigument, but I'm willing to say that '

the recruitment problem and the need for Black teachers more
jtan outweighs the possrble cost of making that kmd of com-
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mitment and having somebody take you up on it who reaIIy is
not qualified: .

MR CARDENAS: ' : :

My experience has been with coP where the student was
identifled as belonging to a high-risk category. We are havmg
only a ten to fifteen per*cent mortality rate in the high risk cate-

P

gory. If we were 4o take' the cream off the top, there would be:

very llttle risk and we would have a lot of assurance that the

_young people recruned would go info teacher positions.’

MR. OLSON: o

A realistic teacher training program—one different from exist- X
ing ones—would be based on the choice of é:l‘e individual rather

than somebody’s going out and selecting th

MR. CARDENAS: , .
No question about it. ) f"‘/ _

MR. OLSON:

But, that choice is dltflcult for the person We are talkmg about.
The thirteen-year-old kid in a Black, Puerto Rican, Chicano or
Indian community may never have been in touch with a relative

t

who's had significant long-term employmeént: Part of the education ‘

of that kid may be to get him to entertain the notion that ne has

skills as a teacher, to help him visualize that he’s good or poten- .-

.

tially good

MR. SCHWAHTZ

Let's make it more |mmedlate there ought to be paid work
that older adolescents can do in an inner city school that can be
enormously useful. - ‘ -

The gang kid, who may be a more effective teacher of reading

for kids from his neighborhood than the certified person, should *

be paid as well as glven credit. .

" My pomt is that it doesn’t have to lead the kid anywhere if

he doesn't want it. If he says, “I don't want to be a teacher in the . .

long run,” fine,.But, we can say, “We need you, you are valuable;
not only can we pay you now and give you immediate reward,

£
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but we can set up a program for you that, in effect, will- later

P T P

v ‘ A lead directly into a career of teaching.” , ) ,
' MR. OLSON: | By
: , There is something like this going on in some places. North
( .ow, Dakota, | think, has developed something like this with non-degree i
Vg - ' Indian people in connection with their COP Program. Another ) ;:

thing that could be related to this is the Action program which is

supposed to provide money for community service. The concept K
might be extended to help us recruit young people—junior and i
senior high people—into the education professions. .

MS. .SIZEMORE:

Another issue in my community is the recruutment of males.
COP is predominantly female, and so are the teacher aides and {
paraprofessionals working with community agencies. Teacher o
training has failed to emphasize the necessity of involving indi-
viduals in teacher training programs at that level-—twelve to
sixteen—in the Black communny and particularly among young
Black males.

Recruitment must begin there because that's the age where

- recruitment of the gangs is intense dnd increased; that's the age i

where the dropout occurs. The saine is true in your (Cardenas') v
community, .

MR. CARDENAS:

“Yes. But we're in this with the NYC program, and we have
a very large number of males in it— in excess of fifty per cent i
would imagine. That program can be harnessed for the recruit-

ment of educatlon personnel
. Id -

MR. SCHWARTZ: '

", Let us ask the question of the recruitment of educational '

personnel in terms of the value premises which | tried to estab-

lish; respect for cultural diversity and redistribution of power.

We began talking about the law of -supply and demand. But if

- Barbara (Sizemore) set up a functional teaching program for the

v  Woodlawn Project, and it had a major component that had to i
do with changing the power structure of a community and involv-

ing parents and kids working together in the training of teachers

-
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and thinking of teachers as advocates, that would be fine for
filling her jobs in that community. But for her to say so would be,
| would imagine, dysfunctional in terms of the larger system; that
is, the person who has been trained at Adams has to pretty well
conceal that fact if he's going to get hired in the larger Portland
system or outside. .

MS. SIZEMORE:

Not necessanly dysfunctional. Each ethruc nenghborhood sets
to protect its interest. When | first came to the Chicago Public
School System on April 9, 1947, you had to be an trish Catholic.
Therefore, | could not get a regular job. | was a substitute in
school after school where the principal was named Murphy and
the vice-principal was named O’Hanrahan or Harrigan or Riley:
over and over and over, it happened..’

’

Finally,'| got the idea. |said, ‘‘Okay, that's the way it is.”” So
| became principal of a school. And | went aroind to lock at all
the schools that surrounded me, a few bocks to the north, a few
blocks to the west, a few blocks to the south, and east. And,
at each one of these schools, whatever the national ethnic group
of the community was, the principals were of the same nationality.
All of the people in the positions that had some prestige were of
that ethnic group, you know, give or take a few instances where
you have a principal like Joe Rosen. .

And so | said, “Okay. In my school, everybody is my ethnic

group.” That's the way you did it, because that's the only way

people got jobs, you see. That’s the way you made opportunmes
for your people who were qualified.

My people were sold on deriocracy and education and the

pursuit of love and brotherhood and peace; but the Irish weren't.

asking that duestion relating to their pursuits -and neither were
the Jews. -Their first question in Chicago was, “Is he an lIrish
Catholic?”" Then, “Is he qualmed?” You see? So ! had to learn
that process just as | imagine Spanish-speaking people—

MR. SALMON:
How did you become an {rish Catholic?

¢
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MS. SIZEMORE: - .

I never did. | just reversed my questions. My agendas were
hidden, but that's the way you made opportunities for the people
in your ethnic group. The.point | was trying to make was that
these opportunities do not come about by the law of supply and
demand. The demards are created by the “people power”’ of the
ethnic group. :

MR. SALMON:

It séems to me that if you are Iooklng for. a teacher traj nmg
program which is'designed to get people into the schools in such
a fashion that they will then create a market for Spanish- speaking
. teachers, well, that's one thing. If, on the other hand, you are
saying that thete is already a substantial demand for a kind of
teacher that is now not being produced already, that's another.

MS. SIZEMORE: o

They are really two sides of the same coin. This is what |
am trylng to say. {
MR. SALMO'\I !

Well, | know about creatlng a market. | understand you on
that. -

MS. SIZEMORE:

My people used to have Ph.D.s in the post office. Well, that -
wasn't very inspiring for anybody to get a Ph.D., because you
could work in a post office with a high school education, or
eighth grade education if yoi* really could read. Sa, the fact that
this man had a Ph.D. carried a kind of derogatory connotation,
because he didn't get any further than the post office. So, the
community said, “That’s stupid to go through all that just to get
a job in the post office.” If you don’t creaté a place for your
Ph.D.’s, then the people are not motivated to try to get Ph.D.'s.
This is one of the problems with high schcol graduates in the
Black community.

If | am a kid in the upper grade center in the Black com-
munity, and my brother has just graduated from.Dunbar High
School, a straight A student in plumbing and is down at the pool
hall because he can’t get in the plumbmg union, then I've got

problems, "
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The. University Car;'! Train Teachers . '

MR. SALMON:. ' ) K
! know. ;

MR. CARDENAS: . ’ . / i
A further-example of this, in the South, will show how bad it "

is. During the real sevére shortage of teachers in the 1950's, we , .
had school districts where over 50 per cent'of the teachers were" ' /J .
on emergency permits because they couldn't reach certification : -

requirements, and at the same time Blacks with teacher's certifi-
cates, graduate work, and master's degrees were still working as
waiters and porters and busboys. Right now, in the state of ! \
Texas, | would imagine that easily 75 per cent of the Spanish i ‘
teachers in all of the secondary schonls are white Anglos that
learned Spanish in college and speak it as if they had learned it
in college. ' ‘

- - MR. OLSON: . .

" Let me try to pick up on the implications of the things you
are saying for the issue of information gathering and the recruit- , . )
ment of teachers. Would it be something like this: that one of ‘
the ways of -working might be to gatherlinformation to identify '
communities where the people were rother aware of their own
educational interests, in which poor pesple—Chicanos, poor
whites, or other groups—were rather aware of what was going
on with respect to power and education, sufficiently aware so
that they would be able to put pressure on school boards to hire
teachers that serve the needs of their kids (i.e., would belong to
their ethnic group, teach reading effectively, whatever the base is). i .
The federal program would then try to get the school systems to
develop appropriate school-based training programs to develop
the teachers which this community now wished to hire.

MS. SIZEMORE: ' ' ‘ : ‘ :
You seem to be giving me equities. I'm saying, “‘Give me ’
‘inequities’ in the power positions that create the present job
market.”” Minority groups have to crgate “inequities’’ for them-
selves when they come into those ~positions; otherwise, there .
won't be any. To put it another way: | want to eliminate the C .-
present inequities in the power struggle through providing for - ' ' )
parity in the decision making so that minority groups have an ' ~-

16 : : v
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entree at the planning and “initiating of policy-making” levei. |

“want minority groups not to be forced into reacting against a

plan-that is already made.

MR.- OLSON:

One does not create parity with guidelines. The powerless
community has to create a sufficient political self-consclousness
for itself so that the parity already exists before the-guidelines
come down. Federal funds never come into a neighborhood and

cteate parity (c.f. Title 1, ESEA); at least, | can’t imagine that

they would.
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Manpower. Supply and Demand 7

for Teaching Personnel

, Leo Shapiro’

Teacher trainers have 10 look further ahead than 1980 if they want to
alleviate the problems of the current teacher surplus. Statistics from the 1970
census, when projected to the year 2000, point to a rising need for teachers
In the 1990's after a’low, point In school enroliment in 1980.

The largest single age group as of the 1970 census was 10-year-olds.
Shortly after these chiiden reach child-bearing age during the late 1970's and.
early 1980's, the number of school-age chiidren will again begin o Iincrease.
(Flgures are based on ‘'moderate” assumptions of population, growth and
“school entaliment rates—for Instance, a completed cohort fertmly rate of 2.45
children per each woman born In 1957 or later). \

Since “teacher power'—supply and demand for teachers—flows with the
needs of the schools, hasty attempts to solve the temporary surplus may result
In serlous shortages later on. Instead, teachers must be trained to functlon
outside the schoo! system while retaining their teaching skilis for use In the
schools when needed.

Problems caused by the flow of supply, and demand for teachers were
studied recently by our staff, with emphasis on 1) present literature on the
subject, 2) remedial actions that have been recommended, 3) projections of
the present situation Into the future, and 4) programs to accomodate this flow of
supply and demand.

Sypply of 4.1 Million Exceeds Demand

Current literature confirms that people are entering the teaching field at
a faster rate than needed for the jobs which exist or are being created. Occupa-
tional Manpower and Training Needs (Bulletin 1701, U.S. Department of Labor,
1971, pp. 34-35) states: ‘‘Allogether (counting new graduates 2.7 miilion plus
reentrance 1.4 millic 1) elernentary and secondary sthool teachers could number
4 1 mililon, more than the 2.4 million needed (by the year 1980)."

Even If the NEA minimum standards . for quality were to be taken as the
standard of demand (at a leve! of 34 elementary pupils per leacher andr199
secondary pupils per teacher), the surplus would stil! exist.

1 The author heads Leo J. Shapifo and Associates, inc.. a Chicago msrket research firm.
Shapiro Is chalrman of 8 committee within the Study Commission whoses role ts to provide
technlcal assistance in devetoPing an information system for the commission. Maost of the
material jn this article was contalned in & speech Shapiro gave at the annual convention of
the American Assoclation of Colleges for Teacher Education in Chicago Feb. 24, 1872, A

monograph containing the entire speach and’additional research is being prepared for pubiica-

tion,
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The surplus, however, "pays off" for the schools. With more,.appticants

5 for a teaching job, administrators can hire a better qualified teacher for less
money. : *
’ ' Two baslc remedial plans of actlon havé been discussed by educators:

1. lncreése the number of opportunities for 6mployment of teachers.

2. Decrease the number of people who are able to seek employment as
teachers.

Among the sdggested ways of J/ncreasing the number of Jobs are to:
8 | ’

(1) Raise the “qualily standard™ (by lowering the pupil-teacher ratio). NEA

has suggested a ratio of 24 elementary pupils per teacher and 124 secondary

puplls per jeacher, which would help "match jobs with teachers’ untii 1974.

) - Even lowef ratios 19 to 1 and 99 to 1 have been suggested to handle the

. : uroblem Antit 19780

(2} In ase the siumber of students, by deve!oplng"z‘programs for pre-school : ¢
. children, tor people over 65, for adults seeking retraining, by forcing full en- .
’ . ‘roliment of school-age children. j . o 7

e (3). Creale specialized classes for the handicapped, or otherwise excep-
* -~ tional child, and those who are not now reached or served b the present edu- S

. _cational system as Intensely as they require ‘for full development. Specially ' . \
. trained teachers would be required to serve the needs of these students. '

(4) Redisiiibute and relocale teachers to areas where It is difficult to recruit ,
a teaching stalf. The Office of Education Commissioner’'s Annual Report In 1970 ) . 7
stated that there was_a surplus, but “(only a surplus in some areas). Twenty-six .
states reported shortiiges of applicants for regular classrpom teaching jobs in
rural areas. Six states reported shortages In small cities; four in central urban
areas. There are also shortages [n math, the physical and natural sciences,

trade, Industrial and vocatlonal courses, and programs for the disadvantaged.” ; “

R i ‘

. (5) Give higher pay for dificult leaching jobs, This might increase applicants .
. for inner city and ghetto schools and reduce the number of applicants com- A o

peting tfor suburban jobs.
v ,

(6) Retrain certified leachors 1o fake joba that might otherwise be filled .
by paraprofessionais who are not certified teachers. Make certification a pre- )

requisite for “trainee” and paraprolessional positions. .
To decrease the number of people who 79 seeking teaching jobs, some
“weeding out” of the present educational sysiem has been suggested: 1 .
* - * . '(1) Discharge the leachers who are not fully cerlilied to teach. Do away .
' with provisional certificates and other devices whereby people lacking teacher . Ve
training can get jobs @ teachers. .
19
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(2) Require certification for non-teaching jobs within the school system,
such as school nurse or librarian, to secure for teachers jobs in the educational

! system that might otherwise go 1o people who have not been certlfied.

(3) Train teachers to serve specialized groups In the population who need
different or specialized methods of teaching, such as the ghetto child, the child
belonglng to a particular ethnic group. Raising certification standards for these
jobs would reduce the number of jobs for which normal certification is’ enough

(4) Increase qualfifications and requirements for teacher hiring, This has
been done by 65 per cent of school administrators surveyed in November, 1971.

. Fifty-seven per cent claim they wili stiffen requirements still further in the

future. - . i

(5) Increase qualitications and‘}‘équiremems for entry into teachers’ colieges.
This would improve the quality of teachers while reducing the number, it is
claimed.

(6) Discourage teaching as a career chcice. This could be done both by
Increasing quallfications and requirements for entry into a teaching curriculum
(no. 5 above) and by widely publicizing the surplus :

. {7) Dismiss teachers who are deemed “bad” by student evaluations of thelr
classroom performance. .

(8) Enlist early retirement programs.

9) Sehd teachers overseas to satisfy thle demand In forelgn countries.

The outcome of these ptans of action might be to increase the cost of .

education per student to a very high level (perhaps to levels that will bq re-
jected by taxpayers); to force school systems to compete for teachers through
higher salaries; and to reduce the number who want to teach; who are trained

" to teach, and who are allowed to teach.

Perceptibn of Teachers as ‘Machlnes';\

Pe\rha;% the source of the” problem is thé" perception that prevails con-
cerning teachers, schools, and the learning process. The present parception of
teachers depersonalizes teachers, treat$ them as machines, regards them as
having fimited value by virtue of thelr training, mental capacity and experience
and by virtue of their lack of experience oulside the 'school system. °

Although we see teachers as intellectuals, they are perceived sometimes
to be not quite as bright as ofher professionals. They are trainable to do pro-
fessional work, but only of a simple scrt, and only in a controlled system.

In the effort. to borrow methods of solving the problem from systems
analysis and economics, the resultant statistics and models are being taken
for reality. Because of this, teachers are taken as single-purpose tools, rather

20
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than human beings who are capable of growing and operating autonomously
outside the controlled system in which statistics say they must function,

There s, at present, a surge of horror over the surplus—a sort of panlc
after having wished for teachers in the light of a shortage, and having been
granted much more than 1«9 asked for. Now, what do we do with them?

_ There is a power.struggle that also.obscures the issue, whereby teachers
seek to expand thelr share of money by the use of tactics borrowed from
gullds and unions. There is an effort to differentiate teachers in a Darwinian
fashion to réu.ice competition.

Consequences of Success

. A real problem may develop if these actions to handle the so-called surplus
are effective in reducing teacher availabllity, slowing the entry of people into
the teaching professlons. The cost increases may stiffen the backs of taxpayers
in terms of the fight for more money to train fewer and tewer children,

The chart accompanying this article depicts projections made by people ;
who hate to be wrong. Most surveys don’'t go far enough into the future. The . Ik
difference between the projections behind this chart and the projections behind

+  the statistics quoted on the surplus is that these, projections were made by
. . people who have larger offices, can work with larger pilecgs of paper, and
therefore project to the year 2000 instead of cutting off at the year 1980.

Statistics on U.S. population by single years of age, according to the 1970
_ census, shows the population to. peak at about-age 10. This will cause the .
teacher surplus to be alleviated by about 1985—and, if yqu look at the chart ‘
showing probabilitles of birth projected to 1990, you will find that it the present
N o steps recommended to curb. teacher surplus are taken, there will be a shortage
" of teachers in 1990

What The Future Holds , gy - ' ] ‘

In the future, there will not only be a boom In the number of births causing
a potentlal teacher shortage 15 to 20 years from now, but there will ‘also be :
» other fundamental changes within oqr soclety. The most fundamental change . -
~ will be a change In the meaning of, work. This change will occur for everyone, - .
including teachers. Realistic planning has to take into account the implications . ) . . ‘
that a change in the meaning of work has in terms of people's need to learn—
not only as they develop as children, but after they have left school

As a consequence of “the thanging meaning of work, there will *be a re- i T }

- organization of the current economic structure whereby jobs will be fusk - " T ’ *
arlented. There will be a breakdown In role structure In business and industry 4 R .
and people will be fulfilling a task rather than filling a role—and organizing ‘
thelr skills-so that the task can be accomplished. This process will involve
training and re-training. Not only will, our schoo|§ have to prepare’ people for
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these kinds of jobs, but there will be a great need for people to train and
retrain constantly in business and Industry to organize the-task-fulfilling process.
For these reasons, teachers will becomc valuable to business and industry as
well as being able to train—to teach people to do something.

The Iinformation and knowledge we now have will be communicated to

" people, whether it's in schools or In business ot mdustry Becau‘e qf thls,

teachers will have to move in and out of the schools as the supply and demand
wili dictate. . i .

Teach!:-:7 as a True Profession o . !

With these congiderations in“view, there Is"another way, to look at the
preblem. The need for teachers grows and diminishes in a period of time that
Is briefer than the life career of a toacher. The training of teachers has to
proceed at a pace unrelated to the curfent demand for teachers. As tha demiand
is vquable,' the supply must also be variable.

Teaching“and learning will be dong increasingly outside a school setting.
Teachers must, therefore, be able.and willing to choose other careers when
the demand for teachers in the school system Is not large, and be ready to

The solution dermands that both for the sake of people who elect to be
trained to:teach and for society, there be vocational alternatives for teachers
outside* the school system that permit them to retam their leachlng skills s0
that they can move Into and out of schools. . -

There are two questions that need to be studied to plan action:

o

1. Is teaching a separable profession? <

2. Are there opportunities other than schools for people who teach?

o )
Supply Helps Create Demand for Lawyers B

Let's start by.'lo'oklng for model of a similar situation in qnother pl’o-
fession—Ilawyers. The analogy suggested in Human Resources In Higher
Edycation by Folger, Astinsard” Bayer:

A

Of these seven fields, only in elementary and secondary schogpl
teaching and the arts does the output of colleges and universifies appear
fo be adequate to the projected demand for graduates. In the arts fields,
there is no evidence that a shortage of graduates has ever existed; in
teaching, long considered a shortage occupation, the favorable supply-
demand balance now developing will be ciearly evident in three or four
years. Law provides a special case; since law graduates can perform a
wide variety of jobs, no measures of demand exist. The supply In this
field helps to create the demand. If there is a larger supply, they will .

’
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probably alf, find employment; if fewer lawyers are produced, the jobs
they now perform will be done in other ways.

What now Is the challenge for colieges If they are able to recruit students .

and staff, 10 survive, and to accomodale to society? They will have to learn
to teach people to teach- as professionals in many settings and indep:{ndent
of structire. They need to tommunicate to young paople that there are efreers
in many different figlds avallable to them if they have training in education,

.. Including. schools, And, they need to sfart now a program to communicate to

s industry, government and religious organizations the importance of ulilizing
professional teachers.

v
.

\
® ~ :
'
¢ .
.
; . .
>
g
N [
s
.
N “
.
-
14 -~
v
.
.
.
- ’
.
7 !
A} . .
™
- r
4
- . ..
.
“ :
. 2 . . .
o’
.
' 1




w

THE_IDEA- OF CCMMUNITY AND THE
N L EDUCATION OF TEACHERS . ; : L

_Some particupanls defend the melting -pot conceplion of American soclety h * "
.. as” having served as a way for most immigrants lo achieve “middle-class L '
25 ¢ status.” Others say the-meéiting-pot’idea Is a myth and that strohg and powerful ~ .

alternative institutions were formed and continue to exist for the protectlon of [
cultural idenhty All agree thdt the community should have an input at all
legpls of the educational process including the training of teachers. The -

. : “ teachers and the schools should themselves be good models of humane adults

and humané communities. Sizémore describes how, to secure this end, the'-

Woodiawn Experimental School District set up a collective decision-making

/ model called CAPTS (Community, Administrators, Parents, Teaghefs. Students)

which attempted to involve the ccmmunity in the decision-making process.

(See also the description of New Rochelie's redesign system, p. 183, whlch

involves the community in policy. and funding planning),

<

i
H
t
|
1
{
H
Spindler, who is aware of the sebar_ate streams of influence in American }
~ . “culture and the conflicts and contradictions that are a part of our value system,” . } -
focuses on the unintended transmission In the classroom of cultural values !
that are at variance with the values of particular client-communities and which i
defeat the intended educational goals of society. i
|
%
{
!

.

: Spindler's concern that we understand the degree to “which American public
L schools transmit the values and culture of & particular limited community is
' ' ( reflected in the Texas memorandum opinion concerning the. San - Felipe Del
Rio, school districl. This opinion states that Mexican-American students are an -
» identifiable ethnic group and as such are entitled to the protections g&von under PR
the Fourteenth Amendment and Titie VI of the Civil Rights Act of 1964, Based
o ‘" on this decision several major school districts in eastern Texas were found to
be operating and supporting segregated education systems. Perhaps the most
important sentences in the decision are those relating to how cultures’ must
relate if “integration” is to respect differences in hbman communities:

’

. o Equally clear, however, is the need to avoid the creation of a stigma
' of inferiority. . . . To avoid this result the Anglo-American students
too must be‘ called upon to adjust to their Mexican-American class-
mates, . 7d to learn to understand and appreciate their different lin- )
! guistic and cultural attributes. The process by which all students B .

participate In a joint learning and adjustment process wili not only - ’ : ' .
constitute an .educational enrichment but, also, will bring the school ’
system as a whol_e closer to that goal or state-of-being referred to
. by the Supreme Court as ‘‘unitarf system.” it is with this goal in .

‘ . ‘ mind, therelore—~that of true integration as opposed to mere desegrega- “
tion, or, as Texas news media are wont to term It, *‘racial mixing"'—that - :
the Court issued its major order. .. - . . . .
' - % o ‘
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Communlty and the Educa!lon of Teachers
!

- “The -oclofeconomlc hackground of a kld Is a much gruhr dohr-
. miner of how the youngsier will read than the schools have ever been.

. Perhaps the schools ehould be for whaisver parents perceive them lo
be for: ‘You teach my kid how to read; forget shout his: cpllurnl back-
ground, forget about evorylhing. | don't give a damn about That. You
teach him to read. That's all | wint out of yol. Teach him how lo- °
communicate.' . Under the guiu of hclping people, we have some-
times denroyed lhem Under tho guise of ‘megling the needs of the
culture, we have destroyed the culture because we 'allcd—lm kid alm

can’t re he still can’t communlcale

*" —Robert Splllam, see p. 38

. CARDENAS: , : :
I went to a school district that was lmplementlng a bilipgual
education program and they had some 30 white' Anglo Saxon
teachers that were going to be taught Spanish so they could

. teach bilingually. | couldn't help pointing out there were-already -

ten million Spanish speakers in the country. Why. pay. for this

kind of a program when the United States has the fifth Iargest

Spanish-speaking populatlon mothe world?
MR. OLSON:

»
- . -t

I.think one of the functions -of the Study Commssuon m|ght .
. be-to highlight such inanities. We have to ‘aet rid of a lot of

what Ken Boulding calls “educatuonal pollutlon "It is maybe a .
%matter of deliberate cultural and polmcal contrivance that non- .

. Spanish-speaking teachers have béen placed with Spamsh-speak-
ing students. A kind of conscious or unconscious sadism may
,be manifesting itself in that situation; an effort to disruptthe life
of a group. If people can be made to“understand'that disruption

is the net effect of the process and be held responsible as other
disrupters are held responsible, this would be salutary. We have

provided almost a hundred years of Sioux schooling with mostly
non-Lakota-speaking teachers and have produced almost a hun-
dred per cent dropout rate across the near century.

MR. SALMON: .

There is an explanation for that. | can't defend it, butit has
to do with the melting pot concept. When. -the Poles and ‘the
Dutch and the Germans and others came here, they came here

.

.voluntarily. We got many of those people to lose their culture,

27
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\
and many of them wanted to. The Chicanos, the Sioux, the

"Blacks are in a different category. The Chicano was here; the

Sioux was here; the Black was brought against his will. And

they don't want to lose their culture.

Now, if you look at American education up until probably
1955 or 1960, the melting pot concept was the thing that was
adhered to. | first worked with Chicanos. In fact, most of the
teaching. that | .did,®Was with predominantly Chicano classes.,
The assumption was that we needed to adjust the kid to the
culture,if he was going to be successful. My big job was to keep
Mexican kids ffom speaking Spanish. We had third generation
Mexican kids coming to the Los Nietos School speaking Spanish,
and we used to talk about what a horrible thing it' was because
we had taught their grandparents and we had taught their parents
and now we had to teach them to speak English.

Our attitude may have been contrived by some big subversive
force, but | don't think so. | think we operated from a model

. that worked relatively well for society at that time—a model that

the whole school system generalized on. And we just weren't
able to break the Sioux and the Chicanos and others away from
their cultural roots. : ’ '

MR. OLSON: ' " U :
| want.to attack your explanation; Joshua Fishman did some
research on language loyalty in "the United States;' one thing

<

which he discovered is that a great many of us live double lives.
_ We zre middle Americans a good part of the time, and we are

Swedes, Chicanos, Germans, Greeks, or whatever the rest of the
time. The schools have never recognized that division in our
lives; the schools in Nebraska deliberately broke most of the

.ethnic minorities around 1918, because rooted culture was sub-

version. |If you spoke a,nasfy foreign language, you were un-
doubtedly in touch with Gerghany through the wireless. Some of

ts/preserved a linguistic and cultural
autonomy longer, into the 1940's. Perhaps we are either rooted

! Joshua A. Fishman et. al., Language Loyalty in the United States, Hurhanl-

ties Press Inc., New York, 1967.
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is happy to be a middle American.

MR. SALMON:
I am.

MR. OLSON:
| doubt it.

MR. SALMON:
{ am.

MR. OLSON: : . )
You're the only person who is. We are glad that you are here,

. MR. SALMON:
! I just can't place a root anywhere other than in America. |
'y, don't have a root.
. MR. OLSON:

But don’t you have a connection to a place or town or a
family or "local habitation and name.”

MR. SPILLANE:

Not in this business; not the way we get canned as super-
“Intendents.

MR. SALMON:

it may not seem rational to you, and you have thought much
more about this than I; but, it seems to me that when my wife's
people came here, when my people came, when other people
came here, that the school systems did make it possible for some
people who were at the poverty level to gain a middle American
status S

MR. CARDENAS

.-

-

1946, no-Mexican-Americans had ever enrolled in high school.
The community is 85 per cent Mexican-Amerjcans.
MR. SALMON: :
Let me come back. You forgot what | said. | said that when
* people voluntarily came' to this country there was a different idec.
about their relationship to the country than there was when they

were here already or when they were brought against the'r will,
I'll give you an examplé.

’»

and happy about it or rootless and desperate, Perhaps no one "

. Not s0. Not so for my people. Look at Crystal City. Until

AN .
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MR. CARDENAS: "

You are classifying the Chlcano as a person fhat was here
already or that was brought here involuntarily, and it isn't so,
My grandfather came here voluntarily. My mother came here
voluntarily.

MR. SALMON:
Okay.

MR. CARDENAS:
Well, my ancestors were placed in Mexico "‘involuntarily” but
they came to the United States voluntarily.

MR. SALMON:

Let me see if | ‘can explain that You have a cultural root
" from Mexico into Texas, and there is a free flow back and forth.
There was not such a flow with the Germans and the Poles and

the Czechs. Thay left. their roots behind permanently to gain

“middle class” status. The poverly kncwn by these people was
a poverty"which they could only meet by |mm|grat|ng and chang-
ing their ways; and by many economic standards;, they were suc-
cessful.

MR. CARDENAS:
But look at the pnce they paid

' MS SIZEMORE: ' : -

The |mm|grant groups had to establish alternative institutions
- to protect their cultural identity from the onslaught of the public
school systems: e.g. the Hebrew schools. Separatism is not in-
digenous to Blacks or Indians. °It started with Irish Catholics and
|mn'1|grant Europeans—hypenated-American -groups—who came
over here and clung to their institutions as a protectlon against
the hostile environment of the alien culture

The next stage in their developmer)t was a nationalistic stage.

~ This was when hyphenated-American mights, rites, and rituals
came together to create associations and organizations. These

. in turn created institutions foi- the relnforcement of the ‘hyphen- .

_ated-separatist base to keep the gréup hangtng.to ether so it

" could develdp “people power.”™ “In the Jewish grdup yt & have this -
still today., Jewish people have 250 watchqo;g assqmatjons or-

]
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ganizations, institutions in the city of Chicago alone. They have
these groups-to watchdog the Irish Catholics. The Jewish people
have to do this to be sure that the'Jews get places of employ-
ment—to protect their interests, Otherwise, the frish Catholic
would take it all.

¢« The two most powerful organizing dynamics that man knows

_are religion and nationalism. Once a hyphenated-Amer_ican'
group gets a tight organization, then it develops- a little thing °

that Erikson calls the negative identity; you take what is bad

about yourself and attribute it to someone else. Consider the’

Puritans.” They brought the whisky and the guns and gave
them to the Indians. And when the Indians got drunk and shot
off the guns, they said, “Look at those drunk violent heathens.”
Negative identity projects what is bad about oneself off on the
«"‘other.” Through working through the stages of alternative insti-
tutions, nationalism, and consolidation of power through negative
identification, the immigrant groups developed work blocs and
economic blocks and pulled their people up into national instiiu-
tions~of power.

One work bloc that really fascinatgs me is a Japanese-
American bioc. They have found a job, that pays about $5 an
hour, You don’t have to know how to speak English or write
English or anything. it is in the egg producing industry where
they need to know immediately what the sex of a chicken is and

all you have to know is to flip over that little furry yellow ball in -

. the first two,days and say it is a hen. The job depends on an
ethnic in-secret nobody else knows. In ChlcagQ, we have whole
unions that are dominated by ethnic groups.: You have to be a
ﬁollsh -American to get in to the steamfitters; dnd if you can't
show your ancestral papers, you are no good.

A man from one of the cities in New York had just read
Robert Dahl's book, Who Governs?; he denied the book’s
thesis—that ethnicity is still alive in the U.S.A. He said, “Tha!'s
not true. We are absorbed into the culture; we gave up our
culture.” 1 had the chance to visit-him the next year. | walked
into his beautiful Italian household and ate Italian food and drank
Italian wine, Guess what kind of music they played all day long.
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Late in the day, his mother came in and spoke. [ thought, “What
kind of language is that? | thought you lost your culture.” He
was replying to his mother in, ltalian. His Italian pattern was not
given up. ' {

Once a group has built economic foundations for its people,
then it is ready to form voting and other.coalitions. This last
stage is what | call the pluralistic stage; an ethnic group is
ready to operate within the economic arrangements and institu-
tions in the countty which give the illusion that the group has
really been assimilated. All the group has really done is con-
solidate its people power and translated it to land power so that
it can operate as an equal group in parity with other groups that
have power. This happened in city after city, independent of the
schools.

MR."SCHWARTZ:

| wanted to. add one more thing: ‘In the late 19th century
the dominant society’s motivation for extending public education,
when stripped of all the rhetoric about the melting pot, was es-
sentially economic. The aim was to fill industry’s need for a mass
of workers who would keep the machines going and who would
accept certain dominant cultural values, e.g. the value of work
and knowing their place. Melting pot rhetoric was a convenient
mask . for placing newly arrived immigrants in predetermined
niches: to make them functional in the society, to make the
society work as dominant people wanted it to work.

MR. OLSON:

My grandfather was a Swedish sharecropper who was a kind
of pacifist as | understand it. He probably hated the Kingjmd
didn't much want to serve in the King’s army. He came to this
country because he felt he could make it within the industrial
agricultural system of the country. He was willing to make the
compromises necessary to survival on a Nebraska farm. But he
never wanted his kids to go to school beyond grade school. He
looked askance at my father when he went away to high school.
My grandfather escaped from a semi-slave economy and-viewed:
his Nebraska farm as freedom.

b
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For the Indians and Black people, the process was reversed
in that the effect of the American system on them was to take
away their relatively self-determined agrarian economy and sub-
stitute a plantation system-—that of the South or of the BIA. There
hasn’t been much pretense that the system served them. .+ *°

MR. FOSTER: _

As the European groups were carving: out their economic
power base, they made it very clear to Blacks and the Chicanos
. and the Indians that the avenue of carryihg out one's own power
base was not open to them. Now, after it's all been carved out
and the power has been distributed, then these same groups tugn
to the Black and Chicano and say, “Why don’t you pull yourself
up by the bootstraps the way we did?” You see, we didn't want
them in before; they were excluded. :

MR. SPILLANE:

It scems to me that what Paul Salmon is sayrng, | understand.

What Dick Foster is saying | also_understand That both can say
what they say is probably part of the problem; there are many
people in the dominant white culture who wanted to get rid of
any ethnic identification because they ‘didn’t want any. What
some white people can't understand, and what even I'only learned
after | became somewhat of age, is that the Navajo Indian doesn’t

really want to be like me. He has a tribal society and wants to
the death to preserve his culture. And people really don't under- "

. stand that in this country. Many of us still think of the Indian as
*not coming into the melting pot because he can’t. He doesn't
come because he doesn't want tr -

MR. SCHWARTZ:

‘What is a school’s relationship to a community, and how can
it function as a kind of community? We have to keep that con-
cern a central one. Much of the talk about competency, and
much,of the talk about input and output, tends to be tuch too
individualized. It tends to focus on what the individual tcacher
does. The model is véry often a model of an individual teacher
locked up with.a.room full of kids, a model which has a bias
towards looking at “'individual outcomes”—what a kid learns—

rather than looking at a kid as part of some kind of community, ,
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learning skills as a functioning member of a community. Some

of the skills which the children need to learn are going to be-

directly political skills directed toward the problem of redistribu-
ting power: redistributing power in the school, or, redistributing

“power-in-a local situation-as a piece of -a-larger-problem, redis- -

tributing power in the society.

If you begin to think about the school as a kind of commfnity
and then ask what kinds of adults can really help make that
community into a humane‘and powerful kind of communit
will then begin to ask what kinds of tralning and experiencestan
help produce thdse adults. To think-in such a way makes a bit

-more serse to me.

We tend to learn from the way other people behave, not
merely from what they say. That has a couple of implications
for teacher training. No matter what kind of picture we have in
our heads of what a student ought to look like, it seems to me

the adults in contact with the students’have to .be examples of .

that model. If we talk about teaching kids problem solving or
the skills of political action, then the adults that they work with

on a regular basis have to embody those skills, The Study Com-
-mission has to talk about a {raining process or program that can

help produce those adults. That to me has a very direct implica-
tion for undergraduate teacher education, because most colleges,
as they are presently structured,- are so shot through with dys-
functional models of teaching, that | am very skeptical as to the

quality of teacher education that they can be expected to provide. |

If a good schoo! is a humane community, it also must bear a
humane relationship to its surrounding community. By a humanse

relationship, | mean one that helps perpetuate the culture of that
community and that places value on cultural diversity. Simply
having Black teachers in a Black school is not good . in itself unless
it's directly connected to a notion of what the function of the
school is. N '

MS. SIZEMORE:
If the community indicates a need, then how does this get to
the teacher training institution so that it grasps this fundamental

o
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concern of the community and execute it so that that kind of
school is permitted. I'm saying that the community should partici-

pate at all levels in decision making. | use the CAPTS, (Com-

- munity, Administrators, Parents, Teachers. Students) model so

- —that-everybody-is—included.

| am also saying that if language is important to human com-

munity, then a person’s native language should be important in

its educational process, in the sort of school you describe. f my
teacher cannot understand my question, which is the basis of my
learning, then that teacher cannot communicate with me in my
basic areas of concern,

MR. OLSON:
It was once thought by the Sioux people that the Bureau of

Indian Affairs would not.allow the Sioux people to teach in the -

BIA. And then they found that there were lots of Sioux people in
the BIA, but, the Sioux people were all teaching on the Navajo
reservation in Texas or anywhere but in Sioux territory. The BIA
logic was very explicit. - It may be useful to look at i3IA practice
as a kind of emblem of some other Anmerican practtc_e. The logic,
as | perceive it, was that one was dealing with people who
-needed to be civilized. If one had a Sioux person who had
finished the schools, then he had been civilized. But, if he were

to return to his own community, the community would drag him -

down, so that he would cnce more become less than fully civilized
—what he had achieved as a graduate. The schools not only
didn’t encourage the teacher who was also the culture bearer to
come into the classroom, but they rather explicitly avoided the
teacher who could perform that function. The consequence was
that none. of the teachers spoke Lakota-or knew the rituals,
festivals, religion or fundamental mstltutions of the Sioux.

One American anthropologist who made a study of the Pine
Ridge schools has argued that, even in such repressive situations,
there is no such thing as a school which isn't controiled by its
community. The children as a group come into the classroom
and [earn sooner or later how to take over the school. In some
communities, they learn noncooperation or by violence or disrup-
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"tive activity to take over. The Sioux children learn silence to
disrupt the process which is disrupting their lives.

MR. SPILLANE: _
We don’t have data on that sort of thing. Do people want the
schodls to*bear-their—culture*?—Here-we-are-in-splendid._isola-

tion determining what people want and need. | don't think we
know what people want. What are the schools for? ’

MR. SCHWARTZ:
That's a value question.

MR. SPILLANE:

Is it of value for us to make the assumption that the “culture
bearing” school is good for people?. Let's find out. Let's find
out what the school.. are for and what they should be for. What
are the goals of “school”? ‘

MR. OLSON:
There is no such thing as gathering value-free data.

MR. SPILLANE: .

We are in a position to determine what to perpetuate. The
schools have failed for certain kids. The socio-economic back-
ground of a kid is a much greater determirer of how the youngster
wiii read than the schools have ever been. Now, we are trying—
we aré going—to predetermirie what the schools should be for
without really recognizing, first of all, the schools’ failure and

.

then checking with- the people as to what the school should be

for. Perhaps the schools should be for whatever parents perceive
them to be for: “You teach my kid how to read; forget about his
cultural background, forget about everything. | don't give a damn
about that. You teach him to read. That’s all | want out ¢f you.
Teach him how to communicate.” '

My picture is a very simplified picture; it ‘involves a very real
critique of our present conversation, Under the guise of helping
people, we have sometimes destroyed them. Under the guise of

“meetir.3 the needs of the culture,” we have destroyed the culture .

because we failed—the kid still can’t read; he still can’t com-
municate. '

I
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.

-}R. CARDENAS:
Let me turn that around and say if you have no regard for
the culture you can 't teach the child to read.

- MR. SPILLANE '
i

R YOy

»

4 Ms—Sizemore—would—you—- describe -the -Woodlawn - Exper.
mental School Project? | have heard of it, but | must express my
s ignorance.
s ‘ \\ MS. SIZEMORE:

First, it wastltIe 1 pro;ect created as an expenment in-
volving broad based citizen participation in pollcy-makmg It
was not an experimental project in community control because
the definition of "community cdntrol” in that community was that

- "the power ‘would be transferred from the central board to the
local board and this would mean control over financing, teacher
hiting and firing, et cetera. This power was never transferred.
The Chicago Board of Education had complete approval-veto

' power so that Woodlawn was an experiment in dacentralization

involving broad based citizen participation with no transfer of -

power,

N4

" The model used for this collective decision making was called

CAPTS: C for community, A for administrators, P for parents, T

: for teachers, and S for students. Each group was to meet auto-

: . v - nomously, at the initial stage, and place their demands as to the
\ ' Woodlawn Experimental School Cistrict. There were three
N . : schools: the Wadsworth Elementary, the Wadsworth Upper Grade

’ : - Center, and Hyde Park High School, with approximately 3,000
students. It was & ‘complete system. In this negotiation process,

compromise was excluded as a viable concept, because the stu-

dents had no organizational base or power base. Therefore, they

had nothing to give up. -

MR. SPILLANE:
How many students were involved?

MS. SIZEMORE: | ‘
Approximately 3,200. Other groups that had a power base
could opt for the least of the students’ demands; that is the
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least that could come of it in a negotiation process. And so they
~ could never be ‘complete losers. That was step one.

After this negotiation process occurred in the CAPTS Con-
gress, the plans or demands or needs stated—whatever the ‘ ,
Congress wanted to” call them—were given—to-the-professional —————— — — .
bureaucracy t¢ form into an educational. program. Then these
prograii.s were sent to the administrative staff for allocation of
funds, spacs, et,cefera. Finally, their plans were sent to the
' Woodlawn Community Board for a recommendation, elther ac-
ceptance or rejection.

The Wdodlawn community Board had 21 members. Originally
seven were from the University of Chicago, seven from The
Woodlawn Organization, which was a community organization,
and sewen from the Chicago Public Schools. The second year
the University of- Chicago gave up three of its seats to the com-
munity and The Woodlawn Organization had ten. And, the Uni-
versity of Chicago had four.” The Chicago Public Schools had
seven. The Chicago Public’ Schools also gave up four oi their
seats in a sense, because .two of those seats were given to

* studgnts of Hyde Park High School and two to the teachers in
the district. So this board then could either accept the plan or
reject it. If it accepted the plan, then it went to the Chicago
Board of Education for approval or veto. If the plan didn't im-
pinge upon the plans of the Chicago Board of Education, then
it didn't have to be approved by the board If it did, it had to be
approved beforg it came back down. : ‘. &

The program-was e\'aluated by the CAPTS Congre=s. in other
words, students evaluated teachers and teachers‘evaluated
students and programs. Parents and community representatives
also evaluated the program. This was the policy-making structure
that we tried to utilize during the three years of the project. That
was really the heart of the program. .

Now the primary objective was to restructure the social sys-
tem in two ways. One was to change roles and relationships
within the school; the second was to change the -roles and rela-
tionships in the community. The project was not only concerned,
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with who worked -together, but with how they wu.rked together.

Now, some secqndary objectives were expected—better edu-
° : - cation, the creation of a sense of power, improved sel!—concepts.

The second point that | am trying to make has to do with the
kind of community which this process created. - The CAPTS pro-
~ - gram improved the teacher programs; the necessity for collective
. decision-making appears over and over, especially in the areas
of the oppressed and colonized. Oppressed people in this coun-
try are saying, “We want to make the decisions in the institutions
that affect the lives of our children and our people in order to
enhance our life chances in tbe economic institutions in this
eountry.”

Present teacher training in Higher Education is ‘not preparing -
teachers for that kind of decision making. Teacher training inati-
tutions continue to support the traditional hierarchical authori-
tarian kind of decision-making structure. And the teacher training

. institutions themselves- practice that kind of decision-making
structure; They expourrd pipe dreams about democrati¢ process;
on the other hand, they practice a sort of dictatorial authoritari-
anism and pass it on to teachers who, as is well known, have a :
tendency to teach school as they were taught, and further sup- “ ~
port this archaic process.

o

. MR. SALMON: . _ ' N
Were these on-going schools when they were put into the ' :

project? Did the staffing of these schools remain the same?
R ¢ - [

MS. SIZEMORE: - “ - "
The teacher had a right to leave. ‘ . !

MR. SALMON: -
How many did?

MR. OLSON:
Quite a few. .

MS. SIZEMORE:
Quite a few in the high school; not too many in the elementary, . )
but in the high school there was an additional problem that the o U
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*principal wasn’t too flexible and did not really practice the collec-

tive. decision-making model to the extent tha} the teachers felt

that she should. And, muchof the teacher mo’?tity in that school

rested on the teacher-administrator problem rather than the
teacher-project problem. ’ . . Y

MR. SALMON: '
Did the replacements come in on a voluntéer basis or did they
come from teacher training institutions or from —

MS. SIZEMORE:
They came from the central board.

B

' MR. SALMON:

From the Chic’:ago board?

MS. SIZEMORE:
All teachers had a right to say, *| don't want to participate

in the project.” o

e

MR. SALMON: . p :
You were indicating that you felt the teachers weren't tramed

for this kind of role, yet you had a process going which, in 3,

sense Ithmk fulfilled this index. How:did you tram the teachers?

MS. SIZEMORE: '
We had an in4serviqe component which was in charge of all
of the teachers’ in-service training. We had a teacher-training

community component which was in charge 6f all parent coun-'
_cils. We also had a research and evaluation component. The

project was a constant in-service process, work;ng with teachérs
to achieve the goals of the project.

40

.

o 't




ta

» * ! =
- « §
‘ [y ) . ~ [
- N ‘ ' 1 s:
- e . ) i
1] .
- L , o . & ‘ o
' Commun/ly and the Education of Teachers
Y The Transmlssmn of Amerlcan Culture!? , .
. . , ‘ "7 7 George D. Spindier" . .
. ; . The transmission of American culture and the teacher as a cultural trans-
N ) .. mitter are the Ssubjects of this chapter. Within this framework .the analysis .
. Vo . will center' on the unintended, unanticipated consequences of cuIturaI trans-
. : mission in schools, in our society that are at variance with the'intended goals -

of transmission. :

This Is one of the less well Hluminated areas of educatlonal practice and ;
*.conceptualization. Discrepancies between intéended educational goals and T -
what I8 actually transmitted are preseont in curriculum design, in the literature

: of textbooks and teaching alds, and In classroom procedure. They permeate
o J o all phases of the student-teacher relatlonshlp. the professlonal education of ; . o
teachers, and the very subculture of education.

Y ¢ . ". The treatment of processes within this focbs must be exploratory and In-""
) - complete, for there is so much that |s unknown. But the problem is important.
s : With more knowledge of the ways in which the goals of education can be de- .
) feated In the very process of educatlon, we may achieve better control over
. , the reslits of education. . v ©

Y »
7 -

: . Transmission of Conflicté in Culture - ) SRR B

. b , ' The discrepancies and conflicts between intent and outcoma, between ideal
: ) and real that the teacher transmits to children in any classroom must origin

. in the culture. “As Theodore Brameld has demonstrated so wel in’ his bo%

v . The Cultural Foundations of Education, the educator must look beyond the

' schools and the people in them to the cultural context of education, in order "

to understand the problems and aspirations of education. e . 3

' : ’ ) ® - The American cultpre .Is dynamic and Is composed of mary once-separate . ‘
\ g . .streams of cultural influence. It s adapting to radical changes In the human 3 » .
: envlronment It is now; and for some time has been, a'culture notable for the :
conflicts woven into the very fabric of its value system. We place a traditional
value upon thrift, but we appear to belleve even mdre strongly in the value . - v
of keeping_up good appearances that depend upon mortgages and Installment s
; ' ) payments, which make thrift impossible as we play. the game according to”~
the rules of the American Bream. We believe in deferring satisfactions to the . .
future but want the benefits of deferment now. We believe that success Is to be ’ ’
K : won by hard work, but eniphaslze “personality” and social contacts as means

1 Thig article is an abgjdgement of an aructe by George D. Spindier entitied ° Educatlon in ‘ - . -
a Transforming American Cujture,” Harvard Educational Review, Vol. XXV, Summer 1955
A ) pp. 145.156, Copyright 1955 by President gnd Fellows, of Harvard College.
: N 2 George D. Splndler is protesaor of Anthropology and Education at Stantord Universlty.
« Pato Alto, Cdlifornia. R . )
. . N
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_pragmatic expedience in real life. We are egalitarian/in ideal and In much of
our practice, but indulge in wide-ranging and Jestfuctive expressions of in-
vidious prejudice. We deny sexuality but titillate ourselves with sex In our mass
media, dress, and imagery. Qur culture Is palterned in conflicts that in part
mirror the strugglie between the puritan ethic and the demands.and oppor-
tunities of an industrializing soclety of abundance. And we are undergoing the

" . confused transformation from traditional to emergent values that | have already
& X described and will apply turther in this analysis.

to getting ahead. We laud honesty as a virtue but a‘cziy\owledge the primacy of

. When | discuss the transmission of conflicts and discrepancies in our class-
rooms | am not, therefore, simply blaming the teacher. It the teacher is a :
cultural transmitter and If teachers have experlenced and, In some degres,
internalized the conflicts in values described, it is prbbable they wilt transmit
them .to children. But it is equally important. tc. avoid the error of assuming

- that because these conflicts and discrepancies are present in our culture
- ) they ''should* be transmitted. If we accept this proposition, we accept the - i
defeat and contradiction of many of our declared goals.

K To illustrate concretely whét is meant . . . | would like to use oneé of my
own case Studies of teachers and theair classrooms.

The cultural transmitter in this case was a highly respected. teacher in a
large elementary school, who had certain duties as a counselor. He originated
from a respectable immigrant family and had improved his social status during !
his lifetime by becoming a school teacher. The particular situation from which
| have extracted certain verbatim records to follow was one of the "rites of N
passage'’ that occur now and then throughout the educational life cycle of chil- ‘
dren. The students in the eighth grade were being prepared for the choice of: )
programs In high school and were making out proposed study lists under his:
guidance. The class group consisted of thirty-five children, twenty- -four of whom *
were Mexican-Americans. The range of scores on, the California Mental Maturity )

~ fest was 80 to 120, with, a median of 102. There was a broadly corresponding- ‘
variety of readlng and academic achievement represented In the group. | will . H .
present a few items from the verbal interaction of the teacher-counselor and
. the students.

T: You must be a good citizen, or they won't accept-you. Now, what do you :
need to get into Orthodox State College? (Children raise hands, repeat answers i
previously learned.) What do you need to get into Junior College? (Students
respond likewise.) a

T: In arranging your programs for next year, there are certain thlngs that
everyone must take, so we'll just put them down. You wiil all take P.E, English
and Social Studies. {Teacher writes these down on the board opposite numbers
1, 2, and 3.) Now you have to decide whether you want lo take Algebra or not.
You have to take math all the way through high schoo! if you want to be an
engineer. Now, {f you've gotten B's and C's all the way through eighth grade,
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what are your chances of dolng well In ninth grade Algebra? (Students mur-
mur varlous things.) That's right! Not so good! So what can you do?

S: Try to raise your grade.
T: Yes. ‘ " W
S: Work harder.

. T: That's one thing. But what else? ... Do like | did when | wanted to be
a singer but found 1 couldn't sing. Whatdid | do? Yes . . . that's right; | changed
my plans . . . With respect to language, how many here speak Spanish? Six

of the Mex:can Americans raised their hands, but all speak some Spanish.) It

will help you if you do. But you have to realize that there is some work to do—
homework! It is good to take Spanish if you want to go on to college and need
a language. But you can't take Spanish and General Business. They come at
the same penod Now, one of the things you have to do is to be neat and
orderly. If you aren't good at that it mlght be hard for you until you leam to do
it better,

T: Now here'we have Mechanical Drawing. This Is exclusively a boy's class.
I don’t know why some girls couldn't take it if they wanted to. But only boys
take it. Now Home-making is for girls, so you can take that.

T: Now when you come to see me, if | tell you to take General Buslness
instead of Spanish, it should be understood that you don't have to take it.
You cen do as you wish. But It means that | think you will do better |n General
Business. (Several more subfect cholces are covered.)

T: And here is typing. It looks interesting when you pass the typing roam,
doesn't it? But do you know there aren't any letters on those keyboards?
You have to ‘watch a chart at the front of the room, and if you look at the key-
board, you faill . S

Bias in Cuitural Transmission ‘ ¢

Of course a great deal more went on during this hour of counseling. | have
purposefully selected those verbal items that constitute the most clear Indica-
tions of bias in cultural fransmission. And this is always unfair to the cultural
transmitter. But | believe the extracted items accurately reveal persistent trends
in his counseling of the mixed Mexican-American and Anglo—groups .n the
eighth grade.

After this particular class sesslon, the teacher-counselor said, “This is a
passive group. There is no spark in there. The better.groups get quite excited
about this. Of course, most of the better groups are college-preparatory ‘and
perhaps only three or four of these students will go to college.” Previous to
the session, in his statement of educational philosophy, he hal commented,
“l ‘believe that our job is to make the most of the potential of each child. Of
course there is a wide range of ability among our students. A good many of
them will never go on to college. And we have to do the best we can to help
them on to a satisfactory adjustment.”
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The Un/versl!y Cant Train, Teachers : ' ! e
a sl o ‘ . 3 . ..t
He was defeatlng his own aims In the way he handled this cruclal rite of
passage, thls point of compression In the relatlon of the child and his culture
where chouces made affect future development decisively. He opened the gates
. to valued channels’ of development and ther: shut them in the children’s faces..
And he did not open the gates to any alternative channels..What he transmitted,
. it seems to me, was that the only worthwhile géal was 'to go to college so that
: one could become an engineer or something equivalent, that if the child did v
not have the necessary qualifications there was no oﬁher dignified and worthy
choice, and that most of the members of this class group dld not have the “
necessary qualifications. . . Co :
Y . . . [d .
lf thls person were a small, mean individual with explicit prejudices, and if
he were not concerned with making the ‘most of the potential of each child |
would be less concerned. But he Is not small and rean. He is a’generous,
well-intended person, and believes in democratic opportunity. In his counseling "~ »
he projects his own struggle to improve his status, mirrors the discrepancy In
- i our culture between ideal and real in the definition of opportunlty. and in-
advertently defeats fvis own professed aims. . :

‘e

The Acculturation of the School Teacher ' | % oo

What has been. established so farIs that our culture i3 one in which conflicts
in values, and between goals and the means to them, are present and pat- }
terned. And that teechers, as cultural transmitters, convey these patterned r
conflicts to children in their classrooms, with the consequence-that many
professed goals are defeated, or at least obscured." It should also be clear
: that | have not been castigaling teachers. They are the agents of thelr culture.

A further step must be taken if we are to see thJ full meaning and scope of
the probiem. Teachers are a special group. They are not selected at random
as official culture transmitters; they are trained and\ accredited to that status

. and role. They must take courses in educational psych kgy. the social founda-
tions of education, curriculum deslign, philosophy and ‘history of education, the
methods of education, and must do supeivised practice teaching. In short,
they must attend teacher-training institutions and graduate with the stamp of : .
approval from the established prolessional cadre. But professional educaiional
instruction and training consist not only of courses and training in technigues.

. Every institution with a history and internal organization and a specialized - .
persoanel has a culture or, more properly, a subculture. Certain values, sym-
bols, beliefs, and certain basic premises are patterned Iinto the structure and
process of the institution. The institutions of professional education—the teach-
er-training schools and the literature of education—are no exception.

At this point It is necessary to refer back to the traditional and emergent
value patterns. The traditional pattern includes emphasis on thrift, self-denial,
faith in the future, a strong emphasis on success and a belief that hard work 2
was the means to it, absolute  moral norms, and a strong value placed upon
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socjabillity, sensitivity to ihp feellngs of others, a relativistic attitude, a present-.
time orientatién, and high value placed upon the group.

The dynamic¢ process of greatest relevance to us al the moment Is the
relationship between the culture that the school teacher brings to the pro-
fessional teacher-tralning Instllull\on subculture and the patterning of that
subculture, the adaptation that the teacher-in-training makes to this patterning
and the consegitences in selective culture transmission in the classroom.

This Is a compiex relationship with many subtie ramifications. Since an
understanding of it'is essential to the logic of the analysis fo foifow, | wiil
restate and expand the argument. It s well established that the majority of
public school teachers originate from a middie and lower-middle, soclal class
culture. The value pattern that | have termed “traditional’’ is probably found
in this cultural context in its most pure fotff. To the extent this is so, it means
that whatever selective processes are operating tend to bring many people
of traditibnalistic value orientation into teacher-training.

‘Emergent’ Pattern Trends

The question that the anthropologist raises is—what are the characteristics
of the subculture of the teacher-training instituion to which these students bring
their traditional orientations? Analysis of a sample of some of the infiuential
literature of curriculum design for elementary education reveals that there is
present a strong vaiue bias that fits in general terms the ‘“emergent’ pattern.
The literalure of child development and educationai psychology reveals some
of the same trends. Interpretations of the social behavior of boys and girls,
intended for educational consumption, provide both Implicit und explicit value
judgments in the same pattern. The popularity of soclometric techniques is
diagnostic of this orientation. The topical content of many of our teacher-
training courses suggests it as well.

The Yasic premise underlying the specific emergent values is that what Is
most important is the social adjustment of the child. His place in the group,
the responses of his peers to him, his ability to get along well, to work and
play with others are penultimate concerns. This Is not bad by any means. The
emphasis on soclal adjustment is the educator's attempt to meet the demands
of a new kind of society, where this kind of adjustment is of vital importance.
When balanced by a concern for individual differences, by support for the
deviating child, the creative student, intellectual development, and the acqulsi-
tion of cognitive skills, and when It does not* become a form of ‘‘groupism,”
this emphasis\ on social adjustment Is a possible compensatory process for
some of the more harshly competitive anxiety-arousing patterns of our culture.

But the point is that however understandable and useful the emphasis may'
" be, this pattern of values incorporated In the ethos of professional education
-Is frequently at varlance with what the new teacher-in-training brings into the

situation. The neophyte in training must reorient hig value system wherever the
conflict in values is encountered.
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“A Case Study (llustration

“ o

The Unlversity Can't Traln Teachers

o

To liluslrale funt{er what Is meant, another case study that is representative .
of othors we have made of elementary school teachers and thelr ciassrooms
will be presented. . . .

This fifth-grade teacher is a young man of twenty-five. He originales from .
a clearly traditionalistic middle-ciass.famity. His father [s an execulive of
middie rank in a wholesaie business organization and beiongs to the usual
service and fralernal organizations. His mother is college educated and active
in the League of Women Voters. His father is not college educated and
achleved his position by hard work, Both parenis like to play bridge. They
belong to the country ciub and own a summer cottage where the subject
spent many happy hours as a boy. Twice during the subject’'s lifetime the
famlly moved to more expensive homes in better neighborhoods,

The subject likes to play golf, drinks soclally but moderately, attends the

Methodist church, and reads the local newspaper, Reader's Digest, and the -

Saturday Evening Post. He aspires to be a school administrator and regards.
his teaching experiences as preparation for thal roie. He is a pleasant, good-
looking young man who appears somewhat constralned but not vislbly anxious.
He is well liked by his coileagues and is rated as one of the outstanding young
teachers In the school system.

His professed aims In teaching, beyond the management of Instruction so
that his students acquire the requisite knowledge, are 1o bring out creativity
to the maximum ability of each child, help children to express themselves
clearly and heip children to learn how to get along with each other. He states
that he tries to give every studer! in his. class a chance to participate. He
prides himself particularly on being iai; and Just with all the children. He says
explicitly that every student gets a “fair break” in his classroom. He tries to

~ understand them. His statements about his alms and his relations with his

students are consistent with what his principal, hiz supervisor, and the mem-
bers of the central staff of the school system say about him.

He totd me that many of his teacher-training courses were “a waste of
time.” In probing this bianket indictment of professional educational prepara-
tion as he experienced it | discovered that he was dismayed and upset by
certain points of view that he percelved as conslstently appearing in his course
work. He felt that his preceptors were trying “to give the school to the chiidren,”
that they were more concerned with how children adjusted than what they
jearned, and that his instructors stressed cooperation, or at least group
harmony, at the expense of competilion. All of this he lumps together under
the labe! “progressive education,” which he rejects with feeling, but which he
is content to leave as an unanalyzed abstraction.

He originaled from a famiiy culture where the traditional values previc:sly
described apparently existed ‘n virtually pure form. He encountered,the emer-
gent-oriented values of the professional teaching subculture. He sensed the
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conflict, felt the threat, rajected the threatening alternatives, and sought refuge
in the shelter of his original values.

The further presentation of ‘data on this teacher and his cle ssroom will in-
clude a few items selected from a considerable mass of information. We worked
together for many months, and his file Is extensive. But these few ltems will g
. establish the pattern that permeated many of the Interrelationshlps between
. ' him and his students.

3
R i

Form for Each Student ' : 1
3

One of our standard prastices in case studies Is to ask the teacher to fili

out a form titled "information Concerning the Student.” It includes items on

. academic and soclial adjustment in the chlid's previous school, his home oA

P . . situation, approximate 1.Q. test performance, speclal interests, hobbles, heaith |

history, his ambitions and plans for the future. The teacher is requested to fili *

out this form for each student without recourse to written records. He Is

scored on the number of items of irnformation. A perfect score, indicating
L ’ ' . . highest knowledge, would be ten.

" This teacher averaged 3.2 for the forms filled out on all of his thirty-three
students, which is lower, on the average, than the score attained by other
teachers in our sample. The mean of his knowledge concerning children fn
his group originating from families of highest soclo-economic status was 4.9
His mean score fof those of lowest status was 2.8. It is apparent that some bias
is operating that tends to contradict his professed aims.

74
L&

He was asked to list the names of those students in his class that he con-
. sidered to be the best adjusted—emotionally and socially. Of the seven ¢hiidren
he listed as best adjusted only one child was included who originated from a
family of less than middle-class status, and this child exhlbited strong status-
achievement drives. He was also asked to list the names of those students
whom he considered least well adjusted. Of these seven children, only one _
came from a middle-class setting. The other six were from families of lower- 1
class or special ethnic status. It is possible, of rourse, that he was corre s
in his appraisal, even from a psychiatric point of view. Otrer evidence con- .
cerning the behavior of these children indicates that he was not accurate in '
a number of instances. For our purposes at the moment what Is significant is
that the same blas in perception Is revealed in this as was exhlblted In his
knowledge about students. |

He was asked to list the 25 per cent of his class group with whom he thought o

he had the most effective relationship. He listed eight children, and of these . —

: eight, five were from families of middle-class soclal status. He was also asked
d to list the 25 per cent of his group with whom he felt he had the least effective
- relationship. All but one of these children were from families of lower-class -
status. Other evidence indicates that in this instance he appraised the situation ‘
more or less accurately. The pattern of selective perception, of differentia! ’ 4
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. bias in his Invterrelatlonshlps with. chlidren in his class group is, however,
strengthened.

v

Names Most Popular Students .

- He was requested to name those children who were the most popular with
. or most accepted by thelr classmates. He listed eight, only one of whom

represented a lower-class position. In only thiee instances did he name the X

same children that the students themselves 'did, according to sociometric
information collected from the class. He was also asked to name those
chiidren to whom nobody in the class pald much attention. He listed six children,
two of whom were middle-class origin. The other four were from families of
lower-class status. In four instances his perceptions matched those of the class-
room group, but there we.e ten comparatively isolated children in that group,
according to the soclometric data collected from the class. Of this ten, five
were children originating from middie-ciass backgrounds, four of whom he
missed in his appraisal. Agaln, there Is a clear pattern of selective bias in his

- perception of the children in his classroom. It is difficult for him to implement
his professed aims In the context of this pattern.

v A few excerpts from anecdotal and verbatim records will strengthen the
interpretation. Or¢ boy, who was quite Isolated in the interaction among the
boys in the cla:s and who chose only glrls in his own responses to a socio-

' . ) metric questionnalre was described by the teacher as a ‘'real go-getier, (pos-

' . ‘ sessing) one of the most magnetic personalities of any young child ! have

— - ever known. He has a very warm personality—truthful, sincere, with a good
sense of humor. Tom gets along wel! with anyone, anywhere.” This boy some-

gadgets to class in a small sultcase and tried to sell them to the other children.
One day when | was observing, he was allowed to "make his pitch" before
the class. He was, indeed, a motivated, magnetic, salesman, and probably will
go far. The teacher apparently perceived only this attribute—one that Is con-
, gruent with some of his own achievement drives and their precedents In his
family models. There Is much else about this child that he needed to know In
. order to guide his development efiactively.

In another instance of the same type the teacher described one girl as
having a “horrible personallty” . . . egolstic. insincere, talse. She never has
a nice word to say about anyone but herself. : don't particularly care for Char-
.77 lottel™ Shie ‘was the friendship choice of the *'star-of-attraction"—the giri most
' frequently chosen 'as a friend by the other girls in their sociometric responses.
She was observed to interact effectively with most of the other girls. She had
© a high rating in status-reputation data collected from the class. She came
from a broken home in a lower-class setting.

Apprbval of Middle-Class Values

. In his response to oral reports bv e children about what they were reading
. ' ) in their spare time, his gestures, comments and silences were all patterned
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Community and the Education of Teachers
In the framework of the same selectivs bias. He communicated approval of
most of what the children of middle-class origins said, and of what they were
reading. '

I have almost ‘oo much data on this teacher and his clrssroom, and have
had to struggle against the inclination to continue with examples that all
substantiate the same pattern of bias and selective perception in his relation-
ships with his students. He interacted effectively with only a minority segment
of his classroom group—that segment which matshed his own aspirations
and values, derived from his own cultural setting., He opened doors for this
selected group to channels of development they were already heading toward,
and he sped them on their way. But for the larger number of his students, those
who did not match his values and aspirations, he closed doors and left them
waiting In the foyer of our culture.

Analysis of all the data collected about this teacher and his operations In
the classroom leads to the conclusion that his consistent selective bias was
in part due to his own cultural background, But this pattern was accentuated
by his reactive adjustment to the conflict between the culture he brought with
him when he entered professional training to become a teacher and the speclal
subculture he encountered there.

His exercise of the role of cultural transmittér was in contradiction to his
own professed aims, an¢ even to his own beliefs about what he actually did
in the classroom. He was not giving all children an opportunity to participate;
he did not understand theiir problems; he was not being fair and just to all
his students; they were not ail getting a “fair break.” All these aims an4d
beliefs were contradicted by his highly selective positive interaction with a
small segment of his class. He was wearing cultural blinders that limited his-
perceptions to a ‘single channel. His transmitting apparatus was sending out
positive signals only to that segment responding within the frequency of that
single chapnel.

Cultural Therapy

We carnot let the matter rest there. It is true that the teacher is activating
a precedert cultural condition in the process of transmission. it is also true

__that because_this is so, changes. ara difficuit to bring about, since.the problem .. .

is of extraordinary scope. The total structure of our society and the patterning
of our culture is involved. But because this is a problem in cultural process,
| am going to propose a first step in solution that | will term *‘cultural therapy.”

I did not describe my role in the teacher case studies used for illustrative
purposes. This role has a direct bearing upon the notion of ‘“cultural therapy.”
| was a member of a team that had a dual purpose—to collect case study
data on the basic processes of education and to work in a close relatiohship
with our teacher cases to improve their ‘professional competence. WeJmcde
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no effort to seiect "problem” cases, and neither of these | have cited were \',
defined as such. We merely operated on the assumption that all teachers

were Interested 'n Improving their professional competence. Each member

of the team took responsibility for certain cases, but we consulted with each

other throughout both the research and consultative phases of the studjes.

" In the consultative phase of all cases we fed back to the teacher the data ' 1
. we had coilected in the research phase. The completeness, timing, sequence, /
' and Interpretation of this “feed-back"” differed for each case. Some teachers
can tolerate their objective image more easily than others. The fifth-grade
teacher was one who had a surprising capacity for such objective teedback.
He was very interested in improving his professional competence, partiy be-
cause he was an ambitious man and partly because he was a person who
sincerely wantad to do the best he could for the chiidren in his classes.

Over a period of several months | presented data to him and tried to guide -~
him more or less gently to a broadened cultural perspective on himself, his
students, and his teaching. At times, this being a mutual and cooperative

% relationship, he guided me, and in doing so contributed to my understanding i
of process In cultural transmission. We explored together his cultural back-
ground, his exper!ence In the teacher-training institution, and the specific ways
in which the dynamics resultant from this combination of cultural influences
‘were expressed in his selective response to his students. Sometimes he was :
chagrined, sometimes depressed and self-doubting, sometimes angered, but f
always Intensely interested and frequently very surprised. As a result, his ~
perspective and understanding were broadened significantly, and he was
able to interact more effectively with the broad cullurai range represented by

' hisstudents. He wa. able to do so because he had acquired a knowledge of

¢« his own cultural position, its influence upon him, the cultural range of his .

students, and his selective relationships within this range. | do not think he .

underwent a significant change in personafity. It was not my intent, at least,
to effect such a change. He' gdid undergo a change in his cultural’ scope.

“Cultural Shock’ Experienced

. The use of the values-projective techniqgues in my education classes, and
" the analysis’ of data; revealed by them In those classes; is an-attempt—to -— -« e .
provide cultural therapy before the cultural patterns are activated in the
classroom. | have no direct measure of their effectiveness. Students tell me,
and give evidence in thelr.behavlor, of having experlenced "cultural shock.”
They are able to place thamselves In the matrix of values revealed in the .
analysis, and presumably are able to anticipate some of the ways in which cal
their position may be a determinant in their exercise of the teacher's role,
, since this process is treated ai Iength In class discussions and documented : : .
with many iliustrations.
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In both procedures—the "fecdback' process in cooperative case studies
and in the cultural analysis in the soclial foundations courses—the essentlial
feature is that culture is treated as a third person. What | mean by this is that
we are not dissecting the teacher's or the student's personalities; we are
. ’ dissecting “cu*ie." The teacher's culture varies from the cuiture of others,: .
but all variations reflect and are a part of the larger cuitural context in which
we all function. This makes a certain objectivity possible, which is usually Im-
possible when the issue becomes more personal and the individual's emo-
tional defenses are more directly aroused. The object of cultural therapy sees

that his problem is not unique to him. It is shared in some degree with all of ;
his colleagues—as a matter of fact, with everyone in his society. The “thera- ; .
) pist* and the subject thus have the problem in common of understanding E

better how culture opef&tes in and through ‘all of us. ) 3 \
) Cuftural therapy Is one direct measure we can take in our teacher-tralning 3
' programs to help reduce the seff-defeating effect of cultural transmission
in American schools. | hesitate to suggest the case study method as a direct
measure because it takes a great deal of work to produce an effect on a . ; -
single case. | am not optimistic about the probability that either approach ’
. will becomé wide-spread in the immediate future. We do not have the tralned
. personnel to act as therapists. At this point { am not about to suggest that every - : ,
’ teacher training institution start hiring anthropo'dgists. Most anthropo'ogists
do not want to become therapists, even cultural therapists; they have other
necessary and pressing work to do, and there are not enough to go around
anyhow. With some help, the trainers of teachers can perform this function
themselves, and the growing literature contributed by educators on the soclal
and cultural process in American schoofs is an indication that this is already

taking place.

_SOme Unresolved Dilemmas -

Any highly schematic but exploratory analysis of the kind | have prasented
should be concluded with some unresolved dilemmas. In one sense | have
had to attack an important source of some of the values | am trying to pro-
mote. | have argued for multiple channels of cultural transmiss'ipn. and against
single-channel transmission. 1 have also tried to show how conllict§ in ol E
culture are communicated to children, to the defeat of many of the professed 7
A , aims of teachers. Until we understand the dynamics of cuitural transmission ]

more fully than we can hope to now, one of the insurances against single- ;
channel transmission Is conflict transmission. Of course, the pursuit of this ’ - e
point of view would eventually lead us to a position at dead. center, where we
acknowledge the defeat of our declared educational goals as desirable. But
assuredly it Is true that much of the healthy variation in personalities in our .
society, and certainly some of the innovations that are produced in our culture,
issue from the confilicts patterned into it.

Perhaps the way out of this dilemma is to acknowledge the conilicts in our
culture more explicitly even in the act of transmitting them. Some day we may
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reach the poin’t in our self-knowledge where we can at laast be selective of
- . the kinds of conflicts we transmit, and control bet}er thain we do the negative
and ufEticipated results of our transmission. '

But there is another dilemma. Presuming that we somehow learn to controf
the results of our intended transmisstons with Increased knowledge of the rela-
tionship between the teacher and his culture, and between the teacher, his
culture, the students and thelrs, another order of question is ralsed—an ethical . _ .
question. ' . ' '

The danger in knowledgeable an& purposeful control is that this control
could be used” for purposes of inducing conformity, for purposes of transmitting
values and patterns of behavior within a single®channel. And with the trends
. . toward conformity that seem well established in our quiture, this seems highly

‘ possible. ' ; ' |

We must exercise extreme care that a growing awatreness of the cultural ;
dimension, and particularly of the values dimension and lts transmission is ;
not misused, by accident or intent. What i am arguing for here is that the
teacher, as a cultural transmitter, achleve sufficlent awareness of the multi-
dimensional processes involved so that fewer potentially creative channels of
communication, of transmission, be biocked, with the consequence that more
thildren can be effectively caught ap In the educative process. But the ethical *
problem raised Is unresolved. Here we must turn to the philosophers for help.

i
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’ : .- IN THE UNITED STATES DISTRICT COURT
f o S FOR THE EASTERN DIVISION OF TEXAS
o . TYLER DIVISION _ Y

Joté Cardenas, the superintendent of the Edgewood independent School
District and participant in this discussion, called our attention to the following
memorandum writlen by William Wayne Justice, United States District Court
Judge In eastern Texas.: The memiorandum clarifies a court order to desegre-

- gate the San Felips Del.Rio Consolidated Independent Schoot District. The order
. is based on.the opinion thal Mexican-Americans are a cognizable ethnic group

. and thus entitled to the prolection of the Fourteenth Amendmenl and Title VI B
- of the Civii Rights Act of 1984, 3 .

The memorandum cautions against a desegregation process which would
. create a stigma of inferiority and calls upon Anglo-American students to pariici- : .
- pate equally in the adjustment process by Iearnlng to understand and appreclate )

: cross-cultural attributes.

UNITED STATES OF AMERICA

.

)
. ) « .. ,
Voo ) < CIVIL ACTION NO. 5281
) .
)

. .

STATE OF TEXAS, ET AL

} ) - ~ MCMORANDUM OPINION REGARDING THE SAN FELIPE DEL
( ' . ., RIO CONSOLIDATED INDEPENDENT SCHOOL DISTRICT

The final order in this case with respect to the creation and desegregation .
of the San Felipe Del Rio Consolidated Independent School Dlstrlct and Its o
operatlon as a unitary system which would afford all its students, whether .
Anglo- or Mexican-American, equal educational opportunities as guaranteed !
by the Fourteenth Amendment and Titie VI of the Civil Rights Act of 1964,
was enfered on August 13, 1971, That order and the Court's previous décree \
in this matter dated August 13, 1971, was premised upon the Court's firm
conviction that the record demonstrates, first, that Mexican-American students
in the State of Texas are a cognizable ethnic group and, hence, may avail
themselves of the protections afforded under the Fourteenth Amendment and
*  under Title VI (See Conclusions of Law #5 and 6 entered August 24, 1971)
and, second, that the Mexican-American students in the Del Rio area have
been subjected, over the years, to unequal treatment with respect to the
educational opportunities afforded them and are, thus, part of a so-called o
de jure dual school system based pon separation of students of different A ) .
ethnic origins. Moreover, the Court believes that this segregated arrangement, 3
if not directly created by the State and its agencies, has been condoned and, ;
in the 1970-71 school year, was financlally supported by the State to a level
well over 90% of the operating expenditures of each of the school districts
joined by the August 13 order. In other words, had it not been for the substan-
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tial contributions of the State under the terms of the Texas-Minimum Foundation
Program and under various additional arrangements, neither the former ‘San
Felipe nor the former De! Rio sghgol district could have confinued In eperation.
Hence, since the State and its agencies knew, or ’should‘have known of the
segregated educational system being operated, largely at state expense, in
the Del Rio area, and in hght of this Court’s previous findings, _of fact and
conclusions of faw concerning the State of Texas and the Texas Education
Agency in this case (See Flndlngs and Conclusions dated November 21, 1970),
this Court believes that :the segregated system described above exlsted as

the result of state action. - o L

. !

The Court believes that the order of August 13 rélatlng to cbnsolidatlpn
and desegregation of the students and facullty of the two formep disjricts in
the Rio area is clear on its face and, therefore, finds it upnecessary 10

comment further upon it, save to say that it is consistent with the ear?‘er orders .

of the Court In this case dated November 24 1970, April 19, 1971, and April 20,
1971, as modified July 13, 1971, and so approved by the Court of Appeals for
the Fifth Circuit. In light of the relative novelty of<iha issue In current case
law, however, the Court considers it advisable to clarify its position regarding
the status of Mexican-American studehts within the Sfate oi Texas as deve|oped
from existing case law and from the record in this matter.

The Court found that “Mexican-Americans constitute an lllentmab!e minority
group in the State of Texas,’” and that “Mexican-Americans are subject to
protection under Title 6 of the Civi}. Rights Act of. 1964 agd the Fourteenth
Amendment as applied to*racial and ethnic discrimihation ifh public schools.”
As stated in a scholarly note by Geraid M. Bimberg in the University of Texas
L. Rev. 337, 338 (1871). "The tonclusion that ethnic isolation of Mexican-
Americans In the public schools is uniawful shoutd not be surprising, since
that principle has long been establised In Texas law." Jesus Salvatierra v.
Inpabitants of Del Rio Independent School District, 33 S.W.2d 790 (Tex. Clv.
App. 1930), appeal dismissed, WOJ, and cert. denied, 284 U.S. 580 (1931);
Delgado v. Bastrop Independent School District, Civ. No. 388 (W.D. Tex. June
15, 1948), Mernandez 'v. Driscoll Consolidated Independent School District,
2 Race Rel. L.Rev. 329 (S.D. Tex. January 11, 1957). {See also, Instructions
of the State Superintendent of Public Instruction, (1948) sent to school districts
by the State Education Agency to inform them that segregation of Mexican-

" American students constituted a viofation of Articie Vii, Séction 7, of the Texas

Constitution.)! This same principle has also been upheld by other federal
courts. Perez v. Sonora Independent School District, C.A. 6-224 (N.D. Tex.
1969); Clsneros v. Corpus Christl Independent School District, 324 F. Supp
599 (5.D. Tex. 1970), on appeal, C.A. (5th Cir. 1971). Judge Seals stated In
Cisneros:

.-« ]t ts clear to this Court that these peopyle for whom we have
used the word Mexican-Americans o describe their ‘class, group, ot

1 Art. VI, Section 7, states: "Separale schools shall be, provided for the white and colored
chitdren, and Impartial provision shall be made for both.””
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segment of our population, are an identifiable ethnic minority in the
United States, and especially so in ttie Southwest [and] in Texas. .

[f.n.s. omitted] This Is not surprising; we can notice and identify their
physical characteristics, their language, their predominant religion their
distincet cuiture, and, of course, their Spanish surnames, And it there
‘were any doubt in this court's mind, this court colld take notice, which
it does, of the congressional enactments, government studles and com-

""misslons on this problem. [At page 07, 6087 ’ ;

Judge Seais also noted in the Crsneros opinion that the identity of Mexican-
Americans or Americans with Spanish surnames as a cognizable group Is
further acknowledged in the official United States Census for 1960 and 1870,
(Cisneros, t.n. 31 at page 607). :

This Court joins Judg‘e‘SeaIs a’nd the other courts cited above in the
position that, based on case law to date and on the official state and federal
documents available and already noted and on the record 'in the matter at
bar, Mexican-Americans or Spanish-surnamed Americans are a separate and'
distinct national origin group underxthe terms of Title VI of the Civil Rights
Act of 1964 and within the meaning of the Fourteenth Amendment

The Court was particularly impressed by the testimony of Dr. José Cardenas
who presented a |engthy commentary on the problems commonly faced by
Mexican-American students. This testimony demonstrated that Mexican-Ameri-
can students exhibit numerous characteristics which have a causal connection
with their general Iinability to benefit from an educational. program designed
primarily to meet the needs of so-called Anglo-Americans. These characteristics
and English - language deficiencies—two
traits which iImmediately and effectively Identify those students sharing them

* as members of a definite group whose pertormance horm habitually will fall

-~
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befow that of Anglo-American students who do not exhibit these traits. It would
appear, therefore, from Dr. Cardenas’s testimony that it is largely these éth-
nically-linked traits—albeit combined with other factors such as poverly, ~
malnutrition and the effects of past educational deprlvation—whlch account
for the Identmabﬂity of Mexican-American students as a group "and which have,
as a consequence, elicited from many school boards throughout Texas and,
indeed, throughout the southwestern -United States, the dlﬂerent and often
discriminatory treatment shown on the record in this case.

This court is convinced that the characteristics of Mexican-American
students bind tinem into a cognizable ‘‘national origin” group and has, in'the -
case at bar, ruled accordingly. If it may be argued in such factual circum-
stances that the nature of the Mexican-American heritage i$ too vague and
elusive a ground upon which to base a belief that the people sharing that
heritage are an identifiable ethnic entity [see Tijerina v. Henry, 48 F.R.D. 274 '
(D.N.M. 1969), appeal dismissed, 398 US. 922 (1970) (but cf. dissent

b
Douglas, J)], nevertheless, the ‘Mexican-American students in this case mgz'/‘

be considered as a separate and distinct group cognizable under the Fi
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The University Can't Train Teachers ' .

teenth Amendment and Rule 23 of the Federal Rules of Civil Procedure. This
position may be justified solely on the grounds that these students react to
or are affected by a given stimulus—the Anglo-oriented educational program
such as that maintained in the former Del Rio Independent Schooi District—
in a similar and predictable manner and, in the gpinion of. a*recognized expert,,

this reaction is based almost entirely on common characteristics which, In-"
cidentally, may be traced to their common and distinct ancestry. See cases °

cited in Carpenter V. Davls, 424 F.2d 257, at 260 (5th Clr. 1970).

It may be well to note that for’ many years, Mexican-Americans have been
recognized by the Supreme Court as an ethnic group which may sustain dis-
criminatory treatment as a class. Signijficantly, in the opinion in Hernandez v.

Texas, 347 U.S. 475 (1945)® (a case decided just two weeks before the famous .

Brown v. Board of Education, 347 U.S. 483 (1954), and aiso written for a
unanimous Court by Chief Justice Warren), it was held that

* The State of Texas would have us hold that there are only two classes—

- white and Negro—within the contemplatipn of the Fourteenth Amend-
ment. The decislons of this Court do not support this view.* And except
where - the question presented Involves the exclusion of persons of
Mexican descent. from juries, [f.n. omitted] Texas Courts have taken.
a broader view of the scope of the equal protection claus.”

4 see Traux v. Ralch, 239 U.S. 33: Takahashl v. Fish and Game Commission, 334 U.S.
410, Cf. Hirabayashl v. Unlted States, 320 U.S. 81, 100: ''Distinctions_ between citizens
solely because of their ancestry are by their very nature odious to a free pecple whose
Institutions are founded upon the doctrine of equallty."

. ®1n Juarez v. State, 102 Tex.Cr.R. 287, 277 S,W. 1091, the Texas court heid that the
systematic exclusion of Roman Catholics {rom jurles was barred by the Fourleenth
Amendment. In Clifton v. Puente, 218 S.W.2d 272, the Texas court rufed that restrictive -
covenants prohibiting lhe sale of land to persons of Mexican descent were unenforce-
able. . .

Throughout :‘our history differences in race and color have deﬁned easlly
identitiable groups which have at t'nes required the aid of the courts In
securing equal treatment under the law. But community prejudices are not

static, and from time to time other differences from the community norm may .
- define other groups which need the same protection. Y/hether such a group

exists within a community is a question of fact. When the existence of a distinct
class is demonstrated, and it is further shown that the laws, as written or
‘applied, single out some reasonable classification, the guarantees of the Con-
stitulion have been viclated. The Fourteenth Amendment Is not directed solely
against discrimination due to a “two-class" theory—that is, based upon diff-
erences between “‘white” and Negro.

3 Hernandez was @ lury selection case originating in Jackson County, Texas, which Is
approximately 15% Mexican-Amorican and which has on the tax rolls lreeholders, about six or
seven percent of whom were of Mexican descent. The Stale stipulated that no Mexican-or
Latin-named person had served, on a jury commission, or & grand or petit jury in Jackson
County for the twenty-live years immediately preceding the action. 1t was In this context that
the Court found sufficient support for its explanation of classes covered by the Fourteenth
Amendment.
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?

Having determined hat the Mexican-American students in the.San relipe
Del Rio area may be and, indeed, for current educational purposes, must be
considered as members of a cognizable ethnic or national origin group, the
relief in this case becomes fundamentally similar to that which has been
framed in schoo! desegregation suits before this' Court based on discriminatory
treatment of black students. The mandate, as directed by the Supreme Court,
is to “eliminate discrimination root and branch,” Green v. New Kent County
Board of Education, 391 U.S. 430 (1968), and to create a unitary school system

Ywith no black [Mexican] schools and no white schools but just schools.”

Just what is a unitary school system? The Supreme Court has offered as
yet little explanation beyond saying that in such a system, no child “will be
effectively denied equal educational opportunities,” Alexander v. Holmes County
Board of Education, 396 U.S. 19 (1969), and that the system shall exhibit the
“greatest amount of actual desegregation possibie.” Swann v. Charlotte-Meck-
Ienburg Board of Education, 402 U.S. 1 (1971); Davis v. Board of School Com-
‘missioners of Mobile County, 402 U.S. 33 (1971).

Aithough these phrases are general and were made in the context of
black/white desegregation, this Court finds-them to be useful guidelines in-
this case. Under the circumstances here, as elucidated by Dr. Thomas and Dr.
Cardenas, both experts in the problems of Mexican-American students in
traditionally Anglo-American school environments, little could be more clear

"to the Court than the need in the newly consolidated school disirict created as

a result of this Court's earlier order for special educational consideration to
be given.to the Mexican-American students in assisting them in adjusting to
those parts of their new school environment. which present a cultural and
linguistic shock. Equally clear, however, is the need to avoid the creation of
a stigma of inferiority akin to the “badges and indicia of slavery” spoken ofin
United States v. Jefferson County Board of Education, 372 F.2d 836 (1966),
cert. denied sub nom. United States v. Caddo Parish Board of Education, 389
U.S. 840 (1967). To avoid this resull the Anglo-American students too:must be
called upon to adjust to their Mexican-American classmates, and to ‘learn to
understand and appreciate their different linguistic and cuiturai attributes. The

process by which all students participate in a joint learning and adjustment
process.will not only constitute an educational enrichment but, also, will bring’

the school system as a whole closer to that goal or state-of-being referred
to by the Supreme Court as “unitary system.” It is with this goal in mind, there-

.fore—that of true integration as opposed to mere desegregation, or, as Texas

news media are wont to term it, *‘racial mixing’*—that the Court issued its major
order in the case of the San Felipe De! Rio Consolidated Independent School
District.

SIGNED and ENTERED this 6th day of December, 1971.

William Wayne Justice

UNITED STATES DISTRICT JUDGE
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THE USE OF HIGHER EDUCATION PERSONNEL IN
SCHOOL-BASED UNDERGRADUATE
TEACHER-TRAINING PROGRAMS

Should higher education personnel be included in school-based and com-
munity related training srograms? !f they are brought in what kind of people
ought they to oe and what role ought they to play? In struggling with questions
of staffing and research in the community/school, the group touches-on the
problem of making the school a learning community for the adults who are
involved as well as for the students. Kids and adults ought to be able to see

"and work with people who are engaged in the knowledge-winning - process.

it such programs exist, descriptions of them are scarce. Several movements
In this direction are represented by 1. the Japanese Science Centers which
have been described by Bentley Glass (Five Levels of .Incompetence, a
CONPASS Publication avaitable from The Nebraska Curriculum Development
Center); 2. Huber's informal program at Boston City. Hospital (see Appendix
to this chapter); and 3. the Science Center in Plainfield, New Jersey, which
has come out of Rutgers’ Urban Internshlp Program {see Appendix to this
chapter). Some sort of synthesis of these three ways of going at exposing
children to the knowledge-winning process might well be needed, for the
creation of intellectually competent and exciting school-based training.

The need for such reorganization is well articulated in a paper by James
S. Coleman entitled, “The Children Have Outgrown the Schools,”” from the
February 1972 is<ne of Psychology Today. The article will also appear soon

in a publication by the Directorate of the Study Commission cafled Of Education

and Human Community, a study document concerned with the function of
schools in our society. ’ v
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“The people In Woodiawn have a really bad taste in their mouths be-
cause they feel they were jumped on by [these researchers]. The school
* opened the doors of the first grade to these fwo doctors and the
researchers found out that 70 par cont of the children ‘tailed to adapt.’
This psychiatric-therapeutic group diagnosed the kids as sick, But the
community kept saying, ‘Hey, wait a minute. If 70 per cent of the kids
fail to adapt, the kids are all right, Something is wrong with something
else, Hold it. Hold it.' Pathological modeis always look at us as
aberrations from the norm—something’s wrong with you, you don't fit,
you are sick, you need treatment.” N .
—Barbara Sizemore, see p. 60.

-

MR. OLSON: ‘ .

What kinds of resources do we have which would give schools
some guidance with respect to what sorts of higher education
people could be brought inté the process of school-based teacher
training? One thing that | keep hearing is that higher education
people should not be brought in as trainers. They should be
. brought in as research people to inform the training process.

MR. SCHWARTZ:

| was going to go further with that.. It's not simply a matter
of using a university person as a technician or a resource person;
there should be something ii'at he really wants to learn in going
in to work in a school. Not learn in the exploitative sense, i.e.
studying the psople there for credit. But is there some real
learning process that he wants to undertake in that school setting?
When we talk about school-based training, are we talking about
schools as real learning centers for adults as well as for kids?

MR. FOSTER: .
I have one probem. I'm ngt sure ! want to give you my Kids.

MS. SIZEMORE: : :

That's right. The Black community is not going to permit that.
They've been overstudied. The anthropologist is fooked on as a
harbinger of the déstruction of the culture.

MR. SCHWARTZ:

Are you, then, saying, “The only terms on which we are willing
to allow university people in are to do, in effect, contracted re-
search for us?”
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MS. SIZEMORE: .

For my community, that's right. I'm saying that the Black
community at this moment will not allow university researchers to
come into the community to-research what they want to research
“for their own learning.”

MR. SCHWARTZ: ‘

What guarantee do ycu have that you are not going to be
exploited? That's tough. You have to do some pretty hard bar-
gain driving.

MS. SIZEMORE: AR :

The people in Woodlawn have a really bad taste in their
mouths because they feel they were jumped on by Kellam and
Schiff. The school opened the doors of the first grade to these
two doctors and the researchers found out that 70 per cent of
the children "failed to adapt.” This psychiatric-therapeutic group
diagnosed the kids as sick. But the community kept saying, ‘'Hey,

“wait a minute. If 70 per cent of the kids fail to adapt, the kids are

all right. Something is wrong with something else. Hold it." Hold
it.” Pathological models always look at us as aberrations from
the norm—something's wrong with you, you don't fit, you are
sick, you need treatment.

MR. SCHWARTZ:
Barbara, how are you going to break that?

MS. SIZEMORE:
One way. Just not let them in. The parents just withdrew their
kids. They said, *‘! don’t want my kid fo go.”

. MR. OLSON:

We had a similar situation in Omaha, where the drug Ritalin
was prescribed for an unusually large number of kids. The system
was that a child who was misbehaving ir. a classroom was sent
to a doctor and the doctor would administer some superficial
tests and watch the child for a bit. If the child played in arestless
fashion, Ritalin might well be prescribed. The persons who raised
hell about that were Senator Ernest Chambers, now in the Ne-
braska legislature, and a barber in the Black community, and
Theodore Johnson, a chemist at the Veteran’'s Hospital in Oma-
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ha, Neither man had any specialized knowledge with respect

to drugs. They just knew that it couldn’'t be possible to have.
minimal brain dysfunction in so high a percentage of the kids.

The research establishment initially either reinforced or was non-
committal about what was being done. The Black community won
on this issue because it was finally able to get, from the FDA, a
$tatement which suggested that there was something wrong with
the procedure used in the research for determining the need for
and the administering of the drug. The Congressional hearings
about Ritalin had gone on for sometime; Congressman Gallagher,
as | understand it, was about to close ‘the hearings when this
evidence was thrown into the hopper. Then the issue of appropri-
ate guidelines for administering <he drug and for using it for
research on schoo! children was reopened.

Z

Is it possnble that if both the educational research process and
the training processes were located in the schools we would be
effective? ‘

MR. SCHWARTZ:

| assume that we pretty much agree, around this table, that
most teacherttraining programs based on university campuses
aren’t of much use to us, because they are too far removed from
the actual experience of the schools.

MR. FOSTER: !

We have brought in fron: the university a coupie of psycho-
logists, and a couple of anthropologists, and they have looked at
Berkeley, and they really have given us no insights that are worth
using or taking us any place. That kind of says, "“You guys with
your anthropology, your talk about society, are talking about a
1940 scene. When we give you the real community, you don'’t
know any more than we do.”

MS. SIZEMORE:

That wasn’t true in the Woodlawn Experimental Schools'

Project District. One thing the University of Chicago knows how
to do is research. When we wanted to learn how to do research,
we went in there, and we said, ‘“We want to know this; who can
help us?” We found out some interesting things about the learn-
ing community and the relationships between the teachers and
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the learning community. We found out, for example, there were
crucial points. One of them was the preschool level, and the
other one was the adolescent male learning community in the
sixth, seventh, and eighth grades. Achievement in the adolescent
male community was as great as that in the female community.
Yet, he kept going awaygfrom school until by the time he got to
the ninth grade, 68 per cent of the fearning community was
female. At this point, one had just lost all of that male group.
And so we needed an intervention model there. Okay, then we -
asked for consultants to come in and help us diagnose that
“situation. One of the things we came up with was that teachers
needed o learn how to interview without threatening and intimi-
dating. They needed to know the techniques of microethnography.
The teacher could stand in a classroom all day long and not see
the interactions that would occur right betore her eyes or be able
to assimilate them into any kind of diagnostic process that would
help her to interact with the students. We wanted to know how
we could help the teachers to be observers in the teaching
process.

We had eight people (whom we called community teachers)
.who, we felt, could facilitate the learning process because they
were sitting in the classroom observing. They then had confer-.
ences with the teachers and shared what they saw with the
teacher. They could work like a team on the complex processes
of the classroom, using the process of microethnography. They
helped the teachers to see.

A second thing that we wanted to do was to use question-
naires and surveys that enabled students to evaluate teachers, so
the teachers could get constant feedback from their students as-
to how they viewed them &and how they interpreted what they
thought about them. All of these instruments are constructed
using social science techniques for gathering data for diagnostic

" purcoses. '

We also wanted the teachers to learn how to be “subscriptive”
instead of “prescriptive.” Teachers know too damn much. The
student comes in September, and the teacher starts passing out
orescriptions. He doesn't even know their names yet: “Here,
here, here's your prescription.” Consider, if you went to a doctor,
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-
and he says, “Good morning, Mr. Salmon. How are you doing?"
You say, “I'm sick.” And he writes you out a prescription and -
says, “Go get this filled down at the drugstore.” You say, ‘‘Hell,
man, you didn't even take my damn temperature. What's this?"
" “Well, | know what's wrong with you, Paul. | hEve had a lot of
people come in here.that looked like you.” .

When you get up to the adolescent community, anonymity is
one of the biggest weapons the children shoot you down with.
The new teacher comes into the school.  If she doesn't know
those kids in three days, she’s going to get shot down. In my
school, | walked up on the second floor, and | said, “Son, get in
your room.” “Man, you know, you ain't my mama, lady. You
better get on back downstairs where you belong.” | went to the
washroom; some girls were standing up there smoking; no re:
spect. “Lady, your toifet is downstairs in your office.’ It ain't up
here.” And | was just shocked. | said, “What's this? I'm the
principal of this school. How dare they treat me like this?” |
didn't know anybody and they knew | didn't know them and so
they just got away with murder. And so therefore | knew that
right away | had to learn names of people in order to take this
weapon of anonymity away from them.

I'm saying that teachers aren't able to analyze situations like
this, so that they can define their problems. They need to know
the social science techniques for gathering that kind of data
for analysis and for diagnosis. '

MR. SALMON: :
Was the University of Chicago able to give that to them?

MS. SIZEMORE: . \
That's right. There was also the University of lllinois, and |
think- some of our consultants came from other places. The
teachers selected their consultants. For instance, the teachers
who wanted to learn how to deliver Black literature wanted
Gecrge Kent. The kids and their parents said they wanted Black
literature. When the teachers started teaching Black literature,
nobody enrolled for the course, and so they wanted to know,
“Well, now, what do we do? We need to know how you deliver
it. How you really get it to the kids so that it has meaning for
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them?” And so they asked for George Kent who was a visiting
professor of Black literature at the University of Chlcago And
they requested consultants from Northeastern lllinois. They se-
lected the people they wanted to work there.

s

Research may enter in in another way. The research.man

may .have'his lab in a school complex. Did any of you have a -

chance to read the Bentley Glass paper | sent out? In Japan,

* people who actually “win knowledge" are brought-into the schools

and work in the schools.” For example, if they are scientists they
continue their research on whatever it is that they are interested
in out in the schools.’

MR. SALMON:
That was an in-service activity.

. MR. OLSON:

- Yes, but it could be pre-service. If we were to set up Renpwal
Centers, the same activity that served for in-se¥vice could serve
for pre-service, too. What is your reaction to this kind of thing?

MR. SALMON:

| think that the idea has real promlse if it is done seriously.
It would be important to have support from industry and from the
government to make sure that ‘he things that are sti:died are

‘ relevant and modern.

MR. OLSON:
That is an issue that is gomg to come up when you get to
school-based training, particularly if you try to move liberal arts

.training .out to the school.

: )
MR. SALMON: -
In the model, there were highly skilled hlgh school teachers
working with highly skilled scientists, were there not? That was
the concépt of the staffmg of the center.

! See appendix to this chapter for descriptions of two similar programs ln
the United States.
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MR, OLSON: : \

.You have the knowledge-Winnjng process and a teaching of

the 'teach‘er process—both processes going on simult2neously.
My sense is that we must bring, into the schools and into school-
based training, some sense that the person giving the education
to the teaqher’ ijs a thinker and intellectual—I'm tempted to say
researcher, but | don't mean researcher in the traditional sense.

MR. SCHWARTZ: - A
That’s the'kind of argument | was trying to make yesterday
about thinking of the school as a learning environment first for

the adults there. If you have got a place where adults are con- .
stantly engaged in the learning process, hopefully by contagion

the kids will also become partners in that kind of enterprise.

"~ MR. FOSTER:

In most schools teachers do not see themselves as learners.
When we opened up the Buena Vista High School we'agreed

there would be two preparation periods; one-gf those periods the

teacher must spend in the library doing anything he wanted to
dc. We wanted the kids to see them as learners, The kids would
come in and say, “What are you doing?"'* And the teacher would

MR. SCHWARTZ: ,

For.me, the key thing is to constantly struggle with the ques-
tions: What's a school? How do you make a school? What
knowledge is appropriate? There are a lot of kinds of questions
that the adults ought to be constantly engaging: Why are we
here? What's our enterprise together? What kinds of transactions
ought there to be between.us and students? What kind of trans-
actions between those of us who are part of the school and the
world outside of us? To say.that the school ought to be the locus
for teacher education-only makes sense if the school is that kind
of environment where ‘those kinds of questions are constantly
being asked.
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.Settings where *“winners of knowledge" allow children and teenagers to )
share in or even to witness the ressarch experience are rare. ‘One such setting, ' . ;
however, appears to exist in an informal program/at Boston City Hospital. ) )
Newsweek's description’ by Joseph Morgenstern of Dr. Gary Huber's program ¢

(January 10, 1972) is quoted here: J - /

"Huber's program doesn’t even have a name, let alone a fancy .
acronym, but its purpose is to expose Interesled"young people to medical ! / . . Twe
procedures and give them positions of genuine responsibility in a re-

search laboratory. The program has no funding and seeks none. It also
Jacks entrance exams and admission criteria. Huber, mc.\%;man
Kr.( i the

screening board, looks for motivation, not academic dentials,

dozen or more teenagers who volunteer for work in fils laboratory each
year. "We underestimale what young minds ¢an do,” he says. His own
motivation is a belief that the fifteen-year grind of conventional medical
education can do terrible things to a studer’t's head. “it's a crazy way
to train people. You usually put them into a {ock step of learning by rote
during what ought to be their most creative’ period.”

~ Hurter Nicholas, an 18-year-old Black researcher who worked with Huber
aznd recently presented a paper to members of the American Federation of
Clinical Researcty, had volunteered at age 15 for after-school work at a private
hospijal in Roxbury, Mass. Tha Newsweek article teils of his involvement with

Huber:

Nicholas went looking for more challenging volunteer work at a larger

hospital. Boston City sent him to Huber, who had just begun his program ?
for young people at Chanring Lab. Huber inflicted a fair amount of }
scut work on the boy—-washing dishes, fetching books and journals ‘
from the library—but he aiso offered work that Nicholas could respect. !
At 4 a.m. each morning Nicholas came in and Injected mice for an ex- i
periment the Iaboratory was running. Huber gave him some medigal E
!

!

literature to read for himself, taught him the basics of tissue preparation,
assigned him as.an assistant to a lab technician'and helped him pick a B

research project of his own.

None of this went as easlly as it sounds, of course. Nicholas needed
help in reading and understanding medical terminology. Huber and his
lab associates arranged for his enroliment at the Palfrey Street School,
a private school {which] . . . took care of his tuition and gave him special
tutoring in English and math. Within two years Nicholas had been unani-
mously elected to the school's board of trustees and was teaching classes
in freshman algebra and black literature.

After ﬂgradualing from Pallrey Street last June, Nicholas delayed his
entrance into college, partly in order to finish his research project, an
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inquiry into the question of why patients undergoing therapy often de-

velop severe and sometimes fatal .lung Intections. His project was a

modest one, carefully delimited in Its; scope and speculations. It sought

to quantify the’loss of resistaince to infection, rather, than to speculate on

. the ultimate mechanisms of the loss. But any researcher, let aione an

N 18-year-old, could take professional pride in the work, which invoived ¢
' : histology, the use of iaboratory animals, statlstics x-rays and radio-

labeled bacteria. .

Nicholas is eager to give credit to Huber’s program. “This Is really . , !
révolutionary, you know, it's really going agairst the system.” Andso itls, =~ - : .
The system dictates that a medical student do Intellectual drudgery for ) ' =
_ at least eight years, that he delay the beginning of his practice until he's !
. . in his mid-30s and overschooled, underexperienced, often exhausted and ] .
' . sometimes only five or so years away from his first heart attack. S - ) '

-The most revolutionary of Huber's notions is that high-school students
can do useful, original research, even though their over-all knowledge
of medicine may be limited. He feels that Nicholas probably knows more
about the effects of radiation on lung tissue than 97 per cent of the

. * doctors in the world. *'Getting to be_really knowledgeable about a specific

e . aspect of research may involve reading and digesting 50 or so papers. /
) That's a finite number, It can be done. Research isn't all that special,” - e A ©
Huber insists. Yoo don't need thé education. You just need to know &
. hovr to think." . X '

. P S ,

o A community science center set up by students and faculty at Rutgers '
University Graduate School of Education provides another‘example of ‘a setting ,
where elementary and high school students ‘can take part in research experi-
ments. t is described by George Pallrand, director of the center and chairman
of the department of science and humanities education at Rutgers:

. : The center was envisioned as providing a focus for the efforts of local
. ¢ industry, community agencies and institutions of higher {earning to L
| respond to an acute need within a section of the community. A storefront ’ 5 :
center was developed in the mode! cities target area of Plainfield, New
Jersey. A number of educators, industrial scientists and engineers and

parerts began to work together to develop an educational. program in the >
area of the sciences for the children in this particular section of the . v
. - community. .

The center provided an opportunity for young students, approximately
fifth to ninth grade, to pursue a variety of interests broaaly categorized
as science. It was one of the few pfaces in the community that offered
-students an oppor.Jnity to continue and expand upon what had occurred
in school. For most, it presented an opportunity to develop interests that .
could not be pursued in school. Programs*cut broadly across areas such '
as nature study, astronomy, radio, and meteorology. The emphasis was
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.o . The University Can't Train Teachers
essentially environmental which was directed at understanding the make-
up and history of that particular community. :

The existence of the center provided the interns and other students in

the University with exciting opportunmes to work with individuals and

. small groups of Siudents in a varlety of ways. The interns found the

¢ - : opportunity of seeing some of their students at the center in the after-

‘noon or eveniry a particularly valuable experience. Teacher-pupil re-

* lationships tend to. ‘be overly formalized in schools. The relaxed atmos-

phere of the ‘center and - thg very direct tle with “the home” provide the

- .ot sfudent with invaluable perspectives about the youngsters they normally

teach. They apparently are unable to establish such a relationship during

B K *  the normal schooi day..This center also provides interns. and teachers

" an opportunity to work with University faculty and industrial scientists

‘in _developing projécts and curricuium materials specifically for thelr

. students. Beglr‘mlnq teachers: do' not normally find the freedom nof are

they encouraged to develop innovative programs in the schools. Working

in the center provides these opportunities which in large part has proven
to be a professional experience of the highest order.

(For another reference to the sclenco center, see comments by Miiton

. Schwebel, Dean of the Rutgers Graduate. School of Education, in the third

. volume of Study Commission documents, Of Education and Human Community,
to be published soon.) '
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! SCHOOL-BASED TEACHER-TRAINING CENTERS

Within the Office of Education several major national projects are currently
being developed which relate to the way in which educational personnel will
ve trained. The discussion in this section regarding pre-service vs. in-service
and schuol-based vs. university-based teacher education is, therefore, highly
important. If training is to take place in the schools, where will the schools
find the resources for this in terms of money and personnel? If there is to be

.a linkage of some kind among the community/school/IHE (Insmution'of higher

education), what would be the nature of that coalition?

In describing one model of.a training program, attention is given to the
process of using IHE perspnnel to help in diagnosing the-incompatibilities
which presently exist between the characteristics of the student and the
characteristics of the Instructional program. The group also examines possible
ways of supporting and protecting innovation in the school system.

Parker's description of one mode! of teacher training In Portiand, Oregon,
in which both locus and responsibility is shifted from the university to the
school district includes an evaluation based on one year of’ operation

s
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:SchooI—Based Teacher-Training Centers

"l have come to the ocnclusion that the university can't traln teachers.
I'm saying they can't be trained.on the universily campus; that fourth

year or fifth year, whatever it is going to be, has got to be in the
school.”

—Richard L. Foster, see below.

SCHOOL-BASED VS. UNIVERSITY-BASED;
IN-SERVICE VS. PRE-SERVICE

MR. FOSTER: ’ -

| have come to the conclusion that the university can't train
teachers. I'm saying they can’t be trained on the university cam-
pus; that fourth year or fifth year whatever it is going to be, has
got to be in the school.

MR. SCHWARTZ:

Let me underscore what /Dick is saylng Those of us in the
.school systems are saying to universities what people in industry
are saying to high schools; “Look give up any pretense you have
to providing technical tralnlng you can’t do it., Just send us a
kid who can read and write' and who's got a réasonable general
education and we will, give }nm the training he needs to function
in our setting. But, dont’waste this guy’'s time teachlng him
dysfunctional courses in a dysfunctlonal setting.”

MR. OLSON: '

Well, there are two questions | want to ask Are we assuming

then three.or four years ,of liberal arts training for people and
. then submerging them in schools or cities in a sort of University
‘Without Walls format? Does it make sense to say that under-
graduate education for education personnel ought to be school-
centered for all four years” Higher education might bring people
in by contract who have something to contribute to this process—

it could be an anthropologist; it could be a psychiatrist; it could
" be an English person—but the schools and the community would
_ do the selection and evaluatlon of staff o

MR FOSTER:

I would like to say to the umversuty, “All we want is some

options. If you want to run your teacher tralnmg program.and
do it over there great.” ’
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The University Can't Traln Teachers

But, | want a program in which a kid can come to the school
system at the end of the second year or third year of liberal arts.
We will be responsible for the third year but he makes the selec-
tions, If he wants to opt into the school system at that stage we

" will provide the one or two years that are left in terms of teacher

training. Or he can go through the higher education model if
he wants, to, but the third and fourth years-in higher educatidn,

"he is given no alternatives. If the candidate for teaching comes

over to our side, then | want us to be able to recommend
that the institution ot higher education award the'degree.. We will
recommend to the state department that he receive a credential.

MR. "OLSON:

So, you are really going for Paul-Salmon’s free market. You re
saying people trained .if scnool based professional training pro-
grams will drive the other people ‘out of business?

‘MR. FOSTER: '

Absolutely! { think they will "drive some of those other pro-

.grams out of existence.

MR. OLSON: ey

You are saying that good money will drive bad money.. out; |

am not at:all sure that that works.

MR. FOSTER:
-1 don't know. I'm only openmg up one or two more optlons in

-the situation. | have a feeling.] can’t blow university training out

of existence. ‘ -

- MR. OLSON: R

" The deans of education will ‘hear you as saying, “Well you
can .go on with business as usual, as long as we can open up
some more stuff in the schools.” :

MR. SALMON:
. 1 think that we have to go to a school- centered training sys-

“tem. | think that we have to do that in order to make"teacher

training relevant. | don’t think that you: can find anybody going
through a regular teacher training activity now. in any university
that feels that it's relevant. | think iiiat the school-based model is ,
viable and | do think that it will have'an impact on the market,

, : 5 72
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MR. FOSTER:

I'm just taking the point of view that you are not going to be
able to wrest power entirely away from that university. | think
that's a drain. All | want to do is be able to get a piece of that
action to prove we can do it better; | don’t really believe | can
take the power away from the University of California.

MR SCHWARTZ:

But, realistically, aren’t you gomg to have to set up some

- kind of a training program that the university will accept and
put its "stamp on? It's not enough to say simply, “Give kids a
¢hoice- of where to spend their last year or year and a half or two
years." It's going to have "to be, “‘Let us find a program that at

the very least will carry with it some kind of nominal course |

title.” Then let us look at the two programs at the end of X period
of time. .

MR. CARDENAS: v

Past experience shows that they are going to go ahead and
- complement your training program on their own terms with their
available staff and so forth :

- MR. SCHWARTZ:

» We set up such a program with Oregon State Unlversuty Wlth '

a federal grant we were able to go to the University and say,
-““You play our game.” We needed a university to put its stamp ‘of
approval on ouy program and we needed a university to give a
degree.” In order to get our trainees certified, what we had to do
in effect was to say, "First you certify our staff and put them on
your staff and call them assistant professors, and then you certify
our students.” We t:iiz’ 20 teachers in this program a year who
never set foot in a.wiversity campus and yet get 49 units of

university credit. They have to be within 30 units of a degree’

when they come into the program. But they get a degree if they
don't already have one and they get certification without having
" set foot on the university campus. It all works by federal noney
that we hustle, and the university skims off the overhead. But
you know what will happen when we're out of money—no pro-
gram; and the university will go right back to its main line opera-
tion. Assuming we begin with the question of how do we reform
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The University Can't Train Teachers

the schools find get them to function more effectively, 'where on
the priority Ifst do we put undergraduate preparation of teachers?
For me it would be fairly tar down the list—not right at the top. |

really think the 'money would be better spent if the strategy would’

focus more on improving the skills of the people who are already
in schools as part of a substantial in-service thrust. |-say this for
two reasons: First, the economics of the job market indicate that
the population that's now in teaching is going to be;there a while.
And second, no matter what kind of education you give people on
the university campus, the teacher coming into a school is going
to be more affected by-the behavior of the people already there
than he is by anything you have told him back on the uniyersity
campus. ¢ .

What 1I’m suggesting is that the most powerful kind of impact
you can have on pre-service prograrms is to really do some things
in the.schools themselves with the people already there.

¢ .
| guess the underlying assumption here is that the school

‘really has to be the place whege the training takes place. | don't

mean to say that the universities have no role to play in teacher

education. But, for 'nie, the school is the unit of change in edu-

cation; and we have to begin to think about ways of training
people in the schools themselves to be more functional. That's
probably going to involve students as part of the training experi-

ence: that is, using students to help teach adults. 1t's probably .

going to involve community people, and it's clearly going to
involve the adults who are already there.

I think it is a mistake for us 10 think of the responsibility for
the education of teachers in terms of a simple trichotomy—the
schools or the university or the community alone. The issue to
me is, what is the nature of the coalition, the nature of the part-
nership? To think of teacher education apart from the whole
problem of school reform seems to me to be a bad mistake. The
conception we have of schooling is a really open and dynamic
one; if we don't think of the curriculuin as something that's pre-
set and that teachers are trained to implement; it we think of the
problem of building a curriculum as the on-going business of the
school; if it is a process that the adults are engaged in, that is,
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School-Based Teacher-Training Centers

they lead in, but, ihat kids also participate in, and the community

" participates in; if we think of the essential business of the school
.as being a constant question—asking about what ought this

school to be, what kind of community ought it to be, what ought

its values to be, what should be studied, at what stage, what kind
-, of program for what kind of person, etc.,—then it seems to me

the question is: Whou can really contribute to that process and

.make it a live one?

The notion that wé have spe'cialists whose professional in-

terests are in leurning about schooling, based on the university
campus, asking questions apart from the schools, seems to me
to be crazy. It makes no sense to me to talk about the continu-

. ing education of people already in the business, or the initiation

of new people into the business, independent of what's happen-
ing to kids in classrooms.

That process of comin'uing education and initiation has to be
all the time tied to direct work with students. You realize that

- I'mtrying to get away from the separation of the practice teaching

part from the methods part. I'm trying to get away from the idea
of choosing either the uriiversity or the schools as the tralnlng
center. There has got to be a linkage.

" DIAGNOSING; SOME MODELS
" MS. SIZEMORE:

Teachers have to Iéarn how to diagnose Qur teachers don't
even know how to use the fundamental science sktlls We have
very few of them.

?

-

MR. CARDENAS

Barbara, | go further than diagnosis. It's not just diagnosis.:

It's_not just diagnosis of what the kid knows. | was telling Dick
a while ago about my exgerience of teaching a class of
this summer in which the instructional materials

left a hell ok a~fot to be desired. | was supposed to teack a unit

on the famil}. You explain what a family is, and you say the

know.
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. The key thing is that after we have explained what a family is, )

-and set a cultural standard, then we tell the kid, “Now, tell us -
.about your family.” And he says; “Well, gee, I'm inferior: My
family doesn’t have a father, or we have six brothers and t

sisters,” or something like that. After we set a standard ‘which
is culturally oriented, we find that the kid cannot cope with it.
We see lhls in the instructional materials that are used.

1 had'a cﬁance to see a little kid looking at a picture of the
family and there was' this, "Oh, jeepersi” Teutonic type lady in
there, golden hair, and all. The teacher asked- the kid, ‘‘Show
me mother,” and the kid looked in there and said, "Show me
mother. Show me mother.” She said, ‘“Isn't that mother?" and
the kid said, '‘Hell, no; that ain't mothe:.” See? In the policies

“of the schools, the culturally atypical take a tremendoug licking.

MR. OLSON

<l don't see why it woudn't make spnse if you weré training
teachers to begin by assigning them the job of diagnosing incom-
patibles; that is, instead of going to a college and starting Fresh-
man Engllsh or whatever, you might, on an experimental basis,
assign teachers to Edgewood School District in San Antonio or
to the Woodlawn district or to Black House in Berkeley. In this.
context teachers will perhaps experience bewilderment as ‘to why
the schools ‘are going wrong. However, they won't Iearn how to
dlagnose the incompatibles just by being absorbe the situa- *
tion, They will have to get some social science skills from some-
place .

MS. SIZEMORE: o
Right. ‘ - A
MR. OLSON: T '/

. Why couldn't that be thé place where the educatuon of the ,
pre service teacher began, right in this nelghborhood school" h

MR. CARDENAS:

There would be éertain characteristics that | would look \for
in a school-based training system. In terms ,of process, there
would be teacher input and community inputs'into the system.
As far as the characteristics of the sﬂool district and the popql\a-
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tion of the school district, | think that there should be a very
strong orientation of the teacher training program into what |
consider some of the problem areas of our educational system—

~mainly incompatibilities that exist between the characteristics of

the learner and the characteristics of the instructional program. |
attribute most of the failings“of school districts such as this one
and other school districts to incompatibilities between the culture
of the learner and the culture of the school. It is possible to go
ahead and itemize what thése incompatibilities are and then make
sure that the- teacher training program is responsive—that the
teachers understand the nature of these incompatibilities and are
prepared to teach in ways which will reduce them. You want a
for instance? C

MR. OLSON:
Yes.

MR. CARDENAS: . ' :

Well, | can just go down the line and itemize these things.
First, my school is composed of a poverty population. |.go back
to what | said this morning—that ths instructional program in this
country was developed for White Anglo-Saxon English-speaking
middle-class student populations. The reason that minority group
kids and disadvantaged kids are doing poorly is because of this
incompatibility between their characteristics and a program which
is developed for the English-speaking middle class.

In'Edgewood Schoq| District, over 50 per cent of the school
population comes from families with annual incomes of less than
$2,600. In the jnethodology and the materials which are em-
ployed in the-§chool system, there is always.an assumption that
thgokids have certain characteristics which are typical of the
middle class. The school does not éompensate or deviate from
instructional programs for the middle class., In Edgewood, you
Have a group of kids that grow up in homes with adult-child
ratios that go three or four to one, and even six and seven to .
one. These kids have not had interactions with adults or haVe
hadtlimited interactions; or as some of my staff say, they may
have interactions but get no feedback on “correct behaviors”
fro?w the adults. Therefore, the teacher training programs ought
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to make the teaci.er trainee very much aware of the ‘limitations
and deprivations of kids from poverty homes and be prepared to
develop, implemént, and structure a program which is compatible
with these characteristics of the kic's.

In general, the school does not even realize that the kids are

. culturally atypical. Second, when they do r\‘;\hze that you do
have a culturally different population, they do "nothing about it in
terms of structure, instruction, and instructional programs. Third,
when they do something about it mvanably they do the wrong
thing. !

MR. SALMON: ' o

That's not really an overstatement" Aren’t you domg some of .

the right things? .

MR. CARDENAS: 7
Am | doing some of the right things? Damn few. Everyday,
| learn new things, the cultural incompatibilities in the instruc-

tional materials, the methodology, the school policies and regu--

° ‘ i lations, the school values, and even the school tradnhons»whlch
' create problems for the ktds

MR. OLSON:

You identify “incompatibilities.” .Who does the ldentlfymg'>
Some anthropalogist you bring in, your teachers, you or some
parents? | am trying ‘o0 vnsuahze a process

MR. CARDENAS:
The way | identify the mcompahbllmes is through a serles of
conferences which includes the students, parents, counselors the

superintendent,” principals, and supervjsors. | then do another

series of conferences|that includes lawyers and sociologists and

~ anthropologists and educators and other types of people. We
just ask the question, “What's wrong with the educational sys-
tem?” This process'specifies the problems. Anyone can dupli-
cate this type of activity.

o MS.. SIZEMORE:

We did it. Ohe way that we did it was through an arrangement

with the University of Chicago, the Chicago Public Schools, and
: - Woodlawn organization. At the Dvorak School in Chicago the
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kindergarten teacher said, “Look, this kindergarten program is
not working; the kids are not ready to read.at the end of the
program. What is the problem?” That was the question. In
Woodlawn they knew what the problem was; they asked the
community agents who were like school community representa-
tives and the kindergarten teachers to go out and see in the
community what were the kids doing and what the kids could do.
They talked to parents; they got their information any way they
could. And they found that the five-year-old children at Woodlawn
were already sharing their toys and their resources with brothers
. and sisters; they were looking out for brothers and sisters younger
than they. There were five and six-year-olds. They were doing
-smaller eirands like going to the store and making purchases
and coming home with the correct change, taking telephone mes-
sages and memorizing them, because they couldn't write. With
this information collected they came back and said, “Look, this
kindergarten program is crazy. It's asking us to teach a kid to
share when maybe what he needs is a toy of his own because
he's sharing everything up to this point; it is asking him to play
hduseTwhen he's already been taking care of brothers and
sisters.”

They took dnother look at the student when he came into the
kindergarten. They .tape recorded what-the student said and, in
listening to it, discove}e\tir that kids just two weeks into school
were saying things like, ‘‘Teacher, when are you going to give me
a book? Is we going to learn how to read? | can write my. ABC's.
Won’t you see?” :

In o words, the students in kindérgarten were coming into
school ready for a real learning task and 'not the Kindergarten
‘program that had been previously designed for them. And so,
the kindergarten teacher said, “'Okay, let's change it. Let's get
about the business of real learning with these kids."—which is
really a kind of taboo with the consultants from the central office.
By identifying the skills the students already had and placing
them on top of the skills that were to be taught, they eliminated’
some since the students already had these. They then sli®others
in their place Okay. When they..ud..that.._lhey found that the
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o

materials that were necessaryto get them ready were not suffi-
cient. The students did not ldentify with “spectacles " you know.
" They didn't dig it.

MR. OLSON: v
They were to know “spectacles””

MS SIZEMORE

Right. And other better thmgs So, they called in the con-
sultants; one was Grace Holt. She was to assist the teachers in
deslgnlng a curriculum that would meet the needs of our students,
utilize their language and their vocabulary, and get them ready
to read; that's how the *‘ethnic linguistic” approach to oral lan-
guage was developed. It is now used in some of the Spanish
communities in Chicago. :

Language samples were. elicited from the children by hawigg
them bring from home articles with which they were familiar and
then the teacher would elicit the language from them; put it on
tape’and then teach them' this vocabulary first and how to read
from that vocabulary :

When the Woodlawn Experimental School project first opened,
some 60 per cent of the students in kindergarten who entered first
grade were not ready to read. Last year, less than one per cent
were not ready to read. .

Ml'-l OLSON

Is that roughly the kmd of process that you are thinking about?
MHR. CARDENAS: .

Yes. ‘
MR. SCHWARTZ: ’ .

| suggest a simple kind of experiment. In. the first year of a

naw program, take the population of kids and divide them in half:

one group goes to school 180 days and whatever in-service you" |

do is after school and on Saturdays; the other group of kids, goes
90 days and you give continuous in-service to your teachers the
other 90 days. | would be willing to bet that at the end of that
" year you will find that the kids who went to school the 90 days
-would not be harmfed. ‘What I'm getting at is the critical ‘problem
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of in-service;-we expect people to do it at 3:30 or at night or on
Saturdays. As soon as you begin tampering with the sacred cow
of tak!ng away student instructional time, you run into trouble

MS. SIZEMORE?

We send out teachers who are sensitive: to the needs of the
students and make the kinds of responses that are necessary as
student advocates and change agents, and they get shot down.
The Center for Inner City studies does not have the facilities to
provide huthan beings with the necéssary apparatus for not eating
to go along with the courage necessary for being a change agent.
We haven't figured that out yet.’

MR. OLSON:
Somebody has got to put,this together so that you have some
of protecting the reform process “within the college of edu-
cation and when the people go into the conventiohal schools.

MR. BENTON: '
* Industry for the/last 30 years has done a tremendous amount
of training. They would _se%t‘i managers outrandvteach them how

¢ ©

to-problem-solve thraugh communications. The managers went

back and lost their jobs immediately. If you don't have a fol-

. lowup, your tramlng isn't Wor h anything.

MR. FOSTER: K

If we are going to d a school-based training program, is
there any way that we could require the superintendent to go
through a training program to sensitize him as to what was going
to happen and thus make him available for the kinds of support
that was necessary in order to protect the teachers that came out

of the program. If you don't give teachers unusual protection the -

rest of the staff works hard to see if they can't kill them. That's
one of the ways of preserving the status quo. Can we train super-
_intendents ancFprincipals on how to protect new ideas?

MR. SCHWARTZ:

Barbar, you mentioned the cadre notion where you train a
team of people. It seems to me also we are talking about an
extended commitment—not simply a placement for an intern year
and letting the guy go and get wiped dut, but the notion of a
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two or three-year commitmént with followup from the people re-
sponsible for training. As it is now teachers go out on an indi-
vidual basis and five years later, two-thirds of ,the best ones are
out of teaching. v

MR. FOSTER: '

| have one teacher training model outside of the usual kind
of a format to suggest to the Study Commission. "It could develop
training in school districts, each district to use a separate model.

.

_ We wouldn't take any schqol district .in which we didn’t broker

with the superintendent that he would give us free access to the
system and support it. Second, we wouldn't take any pre-service
or in-service teachers for training unless the principal came for
trammg at the same time.

We do a,;smalt version of this in Berkeley. We bring teachers
to Berkeley(for two weeks. We train them on a deliberate training
model; we are well aware of the clinical aspects of teaching, the
organizational and the evaluational. We lay out the goals. We
take them through everything that they are going to do with kids,
and we monitor them personally twice a year. We go into their
classrooms to§ee that they are carrying out the model. In addi-
tion, the teachers we train are responsible, when they go home
and have been through the procass which we have initiated, to
teach all the other teachers at the same grade leve! what we
taught them, Our staff works all year to get ready for that two-
week workshop. *That is the kind of dollars and training and

commitment it takes in order 1o do a good job of educating
teachers.
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“The Poitland Urban Teacher Education Project:
New Contex_f For Teacher Preparation !

. John L. Paiker

INTRODUCTICN

Adams High School, in Porfland, Oregon, has recelved considerable pub-
licity within its first two years of existence, Among the distinguishing features
of Adams High School Is its “Cllnlcal Model,” an organizational pattern which
Includes heavy emphasis upon training and research, in additicn to instruction.
The Portland Urban Teacher Education Project is the cfirect outgrowth of this
clinical model and is the most highly developed of the Adams teacher prepara-
tion projrams.® . .« 4

‘The inain goals of the Portland Yrban Teache! Education Project are, pri-
marily, to prepare teachers to be successful with urban, disadvantaged sty-

dents, and, secondarily, to bring more Black aduits into professional education *
- positions. These goals are incorporated inlo a twelve-month eertification pro-

gram with the following characteristics:
a’ Substantial federal support.

b. Shift in Jocus of teacher preparation from the university to the school
district.

c. Shift in responsibility of teacher preparation from the university. lo the
school dlstrlct

d. Maxlmal linkage with compatible programs. A

e. Emphasis upon career ladder.

f. Maximal individualization and maximal use of group resources.

r

g. Interdisciplinary block seminars.

t

None of these characteristics, looked at individually, is partlcularly inno-
vative. This combination of program components. however, Is unique, and bears

examination. . ‘ N

1 This paper.was prezented at the convention of the Association of Teacher Educators,
Chicrgo, February 27, 1971. John L. Parker is coordinator of teacher education 't John Adams
High School;, director of the Pertiand Urban Teacher Education on]ect. and assistant professor
at Portland State and Ofegon State Universities,

2 For a more complete descrintlon of the training model, see Parker, John L.,_ ‘"Personnsl
Training at John Adzms High School," in Curriculum Bulletin, No. 38, Cotiege of Education,
University of Oregon, Eugene, (regon, January, 1970,
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PROGRAM CHARACTERISTICS - L
“A. Substantial Federal Support ', o

< .

The Porticnd Urban Teacher Educatlon Project began in 1968 - when the
planners of Adams High School discovered that it was extremely difficult to
find certificated Black faculty members fqr its new school, whose student body
was projected to be twenty per cent Black. Other secondary schools within the
Portiand district wero found tg be equally desirous of hiring more certificated
minority personnel. Neither local teacher training institutions nor recruiting
from outside the region appeared to be meeting this particular need.

Forlunately, one provision of the ‘then recently enacted Education Pro-
fessions Development Act of 1967 appeared extremely appropriate. Section
B-2, EPDA gives block grants.to'the statesto . ..
with funds to meet critical teachér shortages . . . ”* EPDA B-2 aimed at Giving
school distficts, throughe state departments of education,
for training aides and teachers. Universities and other agencies could then
be. sub-contracted for services, as needed. This is a clear departure from most
federally funded training quidelines. 1n EPDA B-1 (Teacher Corps), for instance,

hool
roles.

}lconve(/lonal pattern is for a university to be the prime funding agent, with

strict or districts having cooperative'but distinctly less responsible

" An EPDA B-2 grant was subsequenily awarded, and the Portland Urban
Teacher Education Project came into being in June, 4969, with a .group ‘of
twenty-two tralnees three quarters of whom were Black.

. . : \ . .“ - »
. . .
B. Shift in locus of preparation from the university to the school
district and shift in responsibility of teacher preparailon
from the university o ihe school district.

" The B-2 guidelines clearly gave school districls a great deal of power

and responsibility. A district could conceivably send lndlvnduals either part time,

or full time to universities to be trained in conventional ways. This could

= alleviate a shortage, but might not represent an aitempt to develop more

effective teacher preparation. School districts could hire university people
to come in to the schools and,conduct professional preparation courses within
the - school sites. This might represent an improvement over sending ftrainees

- to the universities. as It would suggest that the teacher educators might then

have more current knowledge of schooling and students.

r - . ’

The Adams clinical model presented an alternative hypoihesis':’ a gi'oup"

of experienced, credentialled schooi-based teacher educators, -with the aid
of B-2 funding and unlv\erslty affiliation, could deslgn and i‘ plement a coherent,

31, Jack Fasteau, “First Annual Repcrt,” State Granls Program, EPDA B-2 H.E.W,, i'nvgmber ‘

5, 1969 p. 1.
. ) 84 . 4

provide local school districts *

prime responsibility -
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School-Based Teacher-Training Centers

flexibie, field-centered program. This’ hypothesis \mplle'; a third voice in the
on-going argument dbout who should controt teacher preparation. The ‘iclass-
ical'’ debates has been within universilies and teacher training institutions
. themselyes How ;hould the academicians and the educatibnists interact to

~‘produce the best ‘possible classroom teacher? .These compeling forces have
been both augmented and confused by state. certification policies,” and various
arms of the NEA The nation's schopl districts, the ultimate customers of
teacher training /efforts, have been remarkably silent in this debate. Some large
city school dlstpcts e.g.. New York, Ghicago, Philadelphia and St. Louis. do -
have their own/ certification procedures." However, these procedures speak to
a need for majntaining insulation from palitical pressures, rather than a desire
to have a r‘e%ponsible voice &n teacher preparation.

’

Many wri{ers have argued for a partial shift of teacher preparation from
universities Zov schools. Others have outlined and described.theoretical and
actual progtams. Qur hypothesis, stated simply, is that the school-based -
teacher pre aration programs, compared with university-based programs have
a higher pfcbabtln/ of being flexible, coherent, and integrated and likely to
produce n‘e kind of specialized teachers which schouI districts wish «t0 hire.

The r tionale behind our shift in both site and Iocus of responsubimy for
preparau n implies some severe indictments:

< 1. Copnventional universi:y programs have serious deficiencies.

chool dlstrlcls have 'traditionally been extremely shorlslghted in
egatd to pre-service teacher preparation, and have therebv failed to
ct in their own best interests.

Substantiation for the first charge is_hardly necessary in 1971; substantiation
of thg second charge is much less common. Training theorists who favor field
centered preparation accentuate the immediacy and flexipiiily of suck pro-
grams, but shy away from {ointing out hisforica!l school district myopia. Of
coxz;rse advocates of field centered preparation have invariably Been based at
universities, educational 1aboratories, reséarch organizations, or other non-
sc}ool district sites. And they might zrgue, quite legitimately, that a shift in .

. Io/ us does not necessarily imply a shift in responsibilily.

" Fortunately conditions in Oregon were conducive to PUTEP: the Portland
schoola; already heavily involved in experimental curricular and training pro-
grams were eager; the state department nf education desnred subslantlal reform
in both teacher preparation aad certification; Oregon State Unlversny approved

/the program goals, gave joint-appointments to some of the Adams staff, and

) supplied other faculty membeérs for full-time work in Porllandy

1 v

/' -

- - ,
' Charles_E. Silberman, Crisis in the Classroom, (N.Y., 1970), p. [33_
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c. Maxlmal Imkages with compatuble programs ’

Adam'. Hngh School due to its heavy Involvement in research and training,
offered a rich set of inter-relationships. Exclusive of PUTEP, approximately
sixly interns or studént teachers ware trained™in 1969-70% while nmety will be-
tramed in 1970~ 7. i o

Training agreements were undertaken with Portland State Universily, the
University of Oregon, Reed College, and Lewis and Clark Coliege. Ad2ws was
also the trainings site for EPDA Career Opportunities aides, and OEO New
Career aides ar.d a social work traml-ng team, from the Portland Stdte Unlverslty
School of Social Work, funded by the Nationa! Institute of Mental Health. Adams
has an LPDA-SPU d|"erent|ateq staffing ‘grant, which promoted in-service
trainifig for a number of educative roles at Adams and at an innovatlve mlddle
school., . . . ¢

"Linkage possibilities rangs from low level dovetaijiing of films and’ speakers,
to more'complex ‘inter-relationships. An example of these more powerful link-,
ages exists in the joint training of supervisors (under EPDA-SPU) dnd our PUTEP
interns in a five-week summer school.

Another example is_ inter-professional seminars involvin‘g both staff and’
trainees of the social ‘'work training project and PUTEP. )

The existenc= of thest training programs in conjunction with paralle! research
and deveicpmental programs. and the Adams experimental instructional cur--
riculum, engenders an exciting atmosphere in-which to become a teacher.

e ®

D. Career Ladder , .

The Adams training mode! was heawly influenced by Pearl and ﬁiessman s
New Careers for the Poor. Dr. Pearl has also been a consuitant and adviser
at Adams since the Initiar planning. New Careers and Career Opportdnlt’les
Programs provide useful stepplng stones to PUTEP. The B-2 guidelines allowed

for admission to t cher’ training of elthér bachelor's degree holders or in-
- dividuals within 30 credit hours of receiving a degree. This' latter provision

was extremely usefu! in allowing entry of highly qualified Black candidates who
had not been able to complete their bachelor's degrees. In the first cycle four
individuals received bachelor's degrees through OSU In addition to their certifi~
cation; two men were ableeto, complete bachelor's de'gree programs that had
been interrupted for over twenty years.

PUTEP has been able to begin building a modest post-program ladder as
well. One member of the first cycle has been placed in a pilot administrative
training program (funded under a concurrent EPDA grant), while a secdond s

* being supported by PUTEP funds to bagin a counsellor certification program

through 0SU.

. LI
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v

" TRAINING CHARACTERISTICS

As stated previously, the tralning ob;ectlves of PUTEP Involved develop-
ment ¢t a-flexible, coherent, integrated certification program. The various
theoretqlxal courses are designed fo be interdisciplinary and the theoretical
courses o be carefully dovetailed with practical experiences. These objectives
are made much more feasible by having the course instructors school-based
persons, who, for the most part, also acted as tutorlal supervisors of the interns.

A. Overview -

PUTEP is a tweive-month program with the following sequence of ex-
periences: .

1. An elght-wéeKB-2 stipend-supported summer session. Flvé—week segment
with half time'student teaching, and half time student teaching-related
interdisciplinary block seminar; and e-week full time block seminar.

2.+0uring. the academic year, 2/3 tlme school district-paid internships in
nine Portiand schools, linked with Interdlsclpllnary block seminars twice
weekly at Adams High School.

B. The Nature Of The “Block” Program .

The group- -oriented, inter-dlsclplmary program contalns two mzin thrusts:
An affective thrust, and a cognitive thrust.

1. The affective thrust.’A block program in which group process ot human
relations values are emphasized yields the following advantages:

a. it offers within itself, a process mode!l. Thal Is,’the group' could
continually examine itself and its inter-relationships as a labora-
tory experience analogous to the various groups which trainees
teach.

" b. it offers the opportunity to explore such issues as leadership,
decision-making, power, persuasioh, affection, problem-solving
and consensus. . \

c.'it offers the possibility of settlng up a positive environment into
which individuals can place their problems and concerns, and -
" . have them dealt with in a supportive manner.

d. if ail administrators, supervisors and instructors share these - .
experiences with théa, Interns, there is a higher probability that -
.all_ members of the project will maintaln honest and useful
communication’ throughout, the duration of the program.

The affective thrust is promoted by the small numbars In the program, and

< the, fact that administratios, instruction, sﬁpervision and counseiling are done

by the same five individuals. In addition, consultant services of the American
Management Training Services Corporation of Pittsburg, California, helped to

87 ’
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The University Can't Train Teachers
. A ’ ' :

give the ttainers and trainees a sense of commitment and cando: during the
initial symmer training. : . A

At-thls point | shouid stale a clear blas which applles not only tg PUTEP,

-but also to” Adams' efforts in other contexts. Quite simply, we feit that the

affective atmosphere 'of schooling (and by extension, training for schooling)
was the most critical area to alter. Theiefore we made the affective thrust for
both Adams and PUTEP the highest priority. In a program which attempted to
train Black teachers to enter what may be perceived as an alien system, the
affective or supportive, qualities of preparation are viewed as cruclal. -

2. The cognitive thrust. The cognitive thrust In teacher preparation shoutd

include acquisition of skills, and understandings; which lead to effective student
_learning. Both B-2 nallonally, and the Oregon State Depprlmenl of Education

are committed to performance-based feacher preparatlon in the first two
cycles of PUTEP, however, we have quite frankly moved only at a snall's pace
toward a true performance-based ‘program. This Is partly due to our affective
priority, partly because we have few operationally visible performance-based
programs to learn from, and partly bgcause we suffered from a heavy demand
tc become operational with all speed. Our short range efforts, lheréfore involved
taking old course titieg and re-emphiasizing, reorganizing, augmen(lng, and
deleting topics which conventionally are subsumeq under these titles.

-

In our view a block program has the advantage of dealing with topics,
problems competencies and concerns in an inter-disciplinary fashion. The
program provides for wide choices of experiences which are examined in a
way which aims at_being flexible, vigorously analytical, and intellectually stimu-
lating. The block seminar l‘as the following specific qualities:

1. It is an outgrowth of the perceived or feit needs of both the trainers
_and tralnees

2. It ranges lrom the theoretical to the specific, with trainees being involved
in botk phases of instruction. . )

3. it involves a team of instructors with individualized strengths«and a

. willingness and ability to plan together, somellmes leachmg lndlvldually,

. sometimes teaching together.

4, It allows an individual trainee to act as a primary instructor during a
sequence of instruction, should that lnslrucllon focus on an area of his
strength. ! .

L

5.1 t invaives muitl-consultants and related field experiences tied integrally

lhe over-all instructional program, ‘therepy extending the range of

skl Is and competencies beyond those held by the téam of primary in-
structors. 4

6. it is flexible and combines elements of individual instruction, small group

instruction, and whole or large group instruction. ‘These- various patterns

A of insjruction are.utilized depending-upon the generalizeable nature
~and/or interest of. the subject being presented.
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v

Our lorg range goal is to adapt ourtinstruction and supervision fo a fuIIy
competency-based program, but one which- still retains a strong affective
‘Hlavor. A competent. teacher knows some things, feels some things and does
some things, with and for students. We are striving for a balance of knowing

~ . and teelhg within the doing context of performa'tce
>

i C. Role of Individual Supervlsor-lnstructor . Ce

“

The supervlsor-instructors are the crucial tntermed}anes in the preparation ,'

program. They are the direct connection of the program to the Individual
trainee. jdeally théy are a supportive source of information and guidance. They

‘ each have unique skills In-instruction and analysis cf instructton upon which
the interns can draw. Inevitably they evaluatd:the performance of the interns.
""Collectively they construct the block seminar. One instruclor supervises six
PUTEP interns in two other buildings, four other non-PUTEP Interns at Adams,
and has the overall responsibility for coordinating the block seminars. A
second instructor teaches one half time at Adams, and supervises PUTEP
interns in three other buildings, in addition to his seminar responsibilities. A+
third instructor has :PUTEP administrative duties, supervises interns in three
" buildings, and teaches within thz block semlnar This .year the overall staif
Inc!udes five Individuals, three white, two Black”

The supervisor-instructor 1s the key to indivlduattzatlon of the program for
trainees, Ho Is able to view tralnees in many contexts
1. As a member of the teaching team in whi ..h he interns.
2. As a classroom teacher, in large group, and small group settings, as well
as working with indlviduat students. . e
3. Ir. the tutorlal context of lesson planniig and evaluation sesslons
4, In the context .of the block seminars. )
5. Through the written work: that he turns in.
6.-In a social context, . . . playing cards. drinking bee, efc.

7. By seeing and talklng to other Instrugtors and tra(nees who see the
trainee in each of these settings. . .

K

. RESULTS .

The goats of PUTEP, as stated earlier, are to prepare teachers to be
successful with disadvantaged students and to bring more Black adults into
professional’ educational positions. With one cycle completed, and the second
in process. we have some evidence that these two goals have beeh at Ieast

partially- fulfilled,

- During the first cycle of PUTEP we adrhitted and Jnitiated teacher preparation
for twenty-two adults, of whom fifteen were Black, and seven white. Of those
admitted, eighteen completed the entire program and were certificated, twelve
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The University Can’t Train Teachers

Black and six white. As of January, 1971, sixteen of those completing the ]

program were working in schools,.of whom fwelve (nme Black and three whits),

werg employed within tha- Portland schools. In a year in which jobs were

. - extremely difficult to ‘get, a higher proportion of PUTEP graduates found - jobs .

> o than the graduates of any othe( teacher preparation program operating” within
the Portland schools. This index, allied with statemenﬁ by school principals,
leads us-to the conclusion that our goal “of producing the kind of specialized

A teachers which school districts wish to hire has been-reasonably successful.

! Despite the extiemely small numbers, the Black teachers hired by the Portland

. Schoot Dastrlct from PUTEP repressnted a 30 per cent Increase in the lotal

Se number of ceértificated Blaek teachers working m.ns secondary schoolsd

By the mid-point o the first cycle, we were given ,a* great deal of en-

Couraggment to continue the program for a second cycle. Unfortunately, a

reduced amount of federal {unds was availabla. The Portland School District;

hOWever increased its propartion of funding from just oyer ‘20 per cent the

.. ‘ .~ first year, 1% just’ under 60 pel’ cent the ‘second year This® lncrease suggests
) substanﬂal school district support for the program. ’

measurlng affective change.

. _series: of step*‘ y

: : ‘ revise the context and process of schoolmg

' these revisions.

ERIC PR Y-
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) < ) ) Admittedly, the number of trainees’ hh‘ed, and the proportion of school
- district sbudgetary support, are .extremely gjoss .and tentative measures of
- , . program quafity. Our process and product evaluation have been very limited,

- . partly by design and partly by -accident, As might be expected, our evaluation
. ’ efforts have centered upon noting changes in attitude. Members of the, first
cycle were administered “critica! lncldent" tests, as well as ‘a series of semantic
differential ,instruments. Rough findings - (hmited of course; by our extremely
» “smail numbers)’ lead us to the conclusion that there was. a statistically signifi-
" . . cant shift lowards the positive in group attitudes toward teaching and schooling.
+"J» Particularly interexting was the positive shift in attitudes by the Black men in '
. - Dy the program——a substantially greater shift than for Bjack women or for white
’ . men. or_,women. In future programs we plan to concentrate on measurlng gains
. . In cognitive competencies and skills, as well as to rehne our procedures for

As can readlly be ascertained from this paper, our notions of altering
teacher preparation, in addition to being affectively oriented, are very structural
in nature. We emphasize concepts such as where somethlng shou|d happen,
who should be responsible, what (but not as explicitly how) certaln kinds of
theory and experience should inter-coninect. In our analysis of the anomalies
of schooling and trainiﬁg, hoerver. we see structural change as a crucial first

In conc|usnon " PUTEP is anemptmg to revise the context ,and process of .
* teacher preparation in the same sense that Adams’ ngh School is trylng to
Initial results for both are en-
' couraging; a great deal of additional work”must be done to properly evaluate
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. CERTIFICATION; TENURE

All agree that the present system.of certification is fneffective in the selec-
tion of "good teachers.” One suggestion is that the school become invoived

" ¢

, earlier in the process of training teachers and the university become .esponslb!es;

for continuing some kind of a refationshlp thrgugh tenure, thus making the
entire "degree -certification-tenure” decisiop a shared one. Sorme mechanisms
must be found for “credentlalffnq" whoever can do the job. - t.

The Newman Commfssfon beginning’ as an independent Task Force funded
by the Ford Foundation, has now been assigned by Secretary of Heaith, Edu-
cation, and Welfare Elliot L..Richardsbn,.the task of making specific recom-’
mendations for implementing the changes proposed in their first report, Report
on Higher Education. The chapter from that report which is reprinted here
points out the inequities of the present system of credentialling and suggests

that altérnafe paths to cértification are neetled. Hopefully, further recommenda- .

tions by the Commission in- this areawill contain more detailed suggestions for
specific mechanisms which woufd make credentfalffng reform possible.

BOWman in his drticle, pomts out how certification is tied fn with the whole
area of accreditation; both systems interjere wffh a) a unified approach to
teacher-training involving the Teachers College and the Arts and Sclgnces
Coilege ,in a single system, b) an inlerdepartmentat appro?ach to learning, ¢
c) the representation of a wider range of cultures and life-styles in the teachlng
profession, and di the development of a spirit, of experimentalism in the’ teachfng‘
and fhe teacher education field.

The Johnson court decision jllustrates p;re'sent difficulties in defining tenure
criteria so that they are useful in evaluating teacher performance School-based
training up to tenure should be based on .

a) a definition of tenure which is clearly related to a teacher s capacity
to do a good job of Jeaching, and b oL

b)a provlsfon fot review of the tenure decfsfon based on the teacher's
“professionalism"’ afﬁér tenure is offered. The training canons de-

eloped could then be related tg tenure mechanfsms
. L 4
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. ¢champlon chariot driver.

Cemﬂcaﬂon, Tenure

“In raung lhe quality of: the graduates iu based smc'|y on “his
ability to memorize and give back Dewey's philosophy of education, and
the difierent psychology theories, so that once again the highest scores
and the beller grades are lmpontni—il is not -based on whether or not
. you can interact with kids, have empalhy for kids, understand kids. A’
. credential says {hai you can memorlze all of the crap that you got in
the loacher education courses.”

~—José Cardenas, see p. 96.

’

4

MS. SIZEMORE: - -

In Chicago we have a large Puerto Rican population there

are very few people who speak Spanish who are placed in the p

schools where Puerto Ricans are concentiated. If the teacher
training institutions .do not feel that the teachers who teach in
Spanish-speaking ‘schools need to know Spanish, then it seems
to me that there should bg another supportive service there that
can speak Spanish, large enough. for the Spanish-speaking. com-
munity to communicate with the schoéol.

' . There are other.areas, like the whole area for performing arts™

and music and fine arts, that this country just abandons as insig-
nificant. If you were borrf today with the talent to be the next
Jascha Heifetz, you could just be missed. It would’be Itke being
born, in the. 21st century ‘with the capacity to be the world’s
You would be missed, because the
schools are just not ‘concerned with that kind of talent, those
gifts that the people ‘are still born with. Since we don't have too
many students who could be potential Jascha Heitetzes, we
ought-to have peop'e to come iito the school to take a group of
childrén and instruct them in the creative skills. And “credentials”

"of a formal sort are not what _certifies' an artist. " We'also have a’
" .lot of other children who aré gifted in the areas of dance, in the

area of drama, in the area of language and art that are so in-
hibited,

&

e

We still require teacher certification credentlals for ;eople
who are in the area of {ocational education—industrial arts, elec-
tronics, television, et cetera.
those people who have skills are not interested in trying to get
those credentials which they feel are useless. We have a print

.
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| think this is disastrous, ‘because ,»
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The University Can't Train Te‘achers

‘4shop at Woodlawn for which we couldn't even get a teachey for

two years. .An electronics: shop the ‘same way. We couldn't get
anybody to teach_in it. | think that we need tq take a new look

"at the credentialiing process, espegially for expertise in areas

where education courses may not be necessary.

MF. FREEMAN: o -

At the present time, if you get the degree you get the certifi- °

_cate. In some states, it may be a master's degres rather than a -
bachelor’s degree; for all practical' purposes, the degree is what

gets you the certificate. 1t seems’ to me that what needs to be
done is to separate the degree-granting process irom the cre-

" dentialling process so that the degree becomes a kind of certifi-

cation that a ‘persop has indeed gone through this course of
study, He<“may or may not get this certiﬁcate, the certificate
should be based on his skill. There aren't many states that cre-
dential non-degree people are there?

* MR, FOSTER: o T T

No. But there are many states in which youff have the degree
and still ‘do not get the credenttals Lo

MS, SIZEMORE
Yes. Like Chicago. The degree does not give you a certmcate
in Chicago. e -

MR. FREEMAN: - ‘ ‘ ..

_If the degree granting process and certification are not the *
same process in some: states, how do all those bad teachers get
credentials? Who is it that supports them for-the credentrallmg
if thg unrversrty is not the agency that supports them?

MS. SIZEMORE: - ' o
NTE, Nationat Teaching Establishment.

MR. SALMON:

L

- . It's the teachlng association that supports certification; that's *

where the power is.
_MR. FREEMAN: ’
I'm talking aboyt-the individual. :
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* ' MR. FOSTER:"

MR. SPILLANE

teacher but y6u must pass the Ilcensmg exan‘ﬁnatlon
.MS. SIZEMORE ) ' ¢

" MR.'FREEMAN: * .

-

1)

W

L R IRRY

Certi!icatign; Tenure

The state.

R M EE T Yo

The Incensrng -examination does not necessarlly predict a good'

a2 GO e n i LA o,
3

Like passing. the bar L

'S
4

R,

And who's responsuble for the Ircensmg examrnatron the'state?

© MR. FREEMAL: o

MS. SI;EMOR[: ] . '
The state. ' g

_MR.,SPILLANE:

New York City. - .

,

| am aware of those exceptrons But then the power resides -
|n the state. And it’ s solely based on the gxammauon')

MR SALMON: ) " .
It's known as the~plumbe‘r mentality.- ) e

MR. FREEMAN: - ' S
Solely based on the examination? . * ’

MS. SIZEMORE: = " «. ' .
Right. " - :

‘MR, SALMON

v 1

You pass your apprenticeship and say the right thlngs and'

you get in. .

. MS. SIZEMORE

You can’t do it witholt a degree but the degree won't get
you into the Chicago Public Schools: And you. have to have the
degree to get a certlflcate A S

MR. SAl,TMON. . ®
In California, all that has to happen is that the institution

.95
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' . The University Can’t Train Teaghers - . . S -— A i

i . . . [ -,
‘ . out a direct 'application to the State Department of Education

showing that you.had certain courses and they do it. Nobody .

has to test you.- The testlng thing is comlng in now, , » . .

MR rARDENAS.: N ! Y, ‘

' In rating the quality of the graduates it's based strictly on his oL

ability to memorize and give back Dewey’s philosophy of educa- ;
.- tion and {he dlfferent psychology theories, so that once again the"

- .. : hlghest scores and the better -grades are important—it is not

based on whetheror not you can interact with kids, have empathy

ot , for kids, understand l:ids. A credential says that you can memor-

|
lze all the crap thet you got in the feacher education courses. . ,
. . , . § . .
i
1
|
i
{

.. MS. SIZEMORE ’ ' : .
" And if the kids you teach haven't got good memones they
.~ don’t Know what to do.

: 1
¢ _
. -

MR, SCHWARTZ: ‘ : s
I'm reasonab!y comfortable with the dlstmctqon that you made,
arry (Freeman). Reallst'cally ‘speaking, we areprobably not going - |
o have much influence over the autonomy of the -university in b
determm ng wno gets a degree. We damn well better have some . -
influence over, first the certification process and second over

. the decisnon about tenure. X : . . .

s
. s
. ..

e

+ It seems to me that the way the system is now structured the g; .- ¥ . ]
. university, in erfect,. washes its hands.of its graduates the moment ) ) 0 !
- . it gives.them a diploma. We have a split responsibility: the uni-- o ot .
. versity.is responsible for undergraduate teacher education, butlhe i e
~ ..~ school districts are responsible fcr ¢ontinuing” whatever ediuca- : . $
‘ tion the teacher recgives after graduation. The school districts ,
by and large have not had the resources to handle that problem 1 - .

. Perha”ps a d;fferent kmd of partnershlp is needed WhICh would S ‘ ’ .
see the school begin to get involved in the training of potennal : 5. _
teachers much earlier in the game but would zlso presume on T i . . ]

" the part 6f the umversnty a continuing rela*nonsmp With that N ' ‘ .
teacher up, at least, to the point of tenure. . .

* i SR e
' ©™ . - Thereoughtto be some mechanism for maklng sure the tenure . , r
. "« decision is a shared one, The university ought to feel that the . oo

% o !

- . S e, ' . .
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person to whem it has given- a degree and recommended for
certification is, in fact, capabie of bei»ng a career teacher.

- MR. OLSON: '

We could develop a notion together—that it would take so-
and-so much to create_a school-centered teacher training process
which will “affect the whole university and continue up to the
tenure decision. We should 'be able to suggest something about
the certificatiofi process so that the schools say, *Certification
isn't a responsrblllty of the state; it's up to X kind of process to

.do the certification statement,” so that somebody has the right
to get in touch with somebody else’'s kids: An\t secondly, the
schoogls are gpmg to do something with respect to tenure deci-

sions, These .seem to' me to be pressure pomts that you have
available to\you

.MR. SCHWARTZ : .

. Dick Foster‘talked about the free market in the process. If it
gets krown that a kid in Berkeley has two choices—he can ‘ake
a five-year program on the umversriy campus or take a certlflc&e
program in the schools—and “that the only hiring will be of kids
that come through on a certificate program, the market ®is such
that you would be swamped. Then you can talk about redirecting
some of the money, either federal or state money that's going to
universities, for‘certificate-type training in the school districts.

| wouldn't give an across-the-board license to.all school dis-
tricts to set up_ thelr own certificate programs. All the Office of -
Education has to do in effect is say, “We're open to proposals .
from school districts thaf believe that they can offer a certificate

prog:am. Ypou have gotto come up with a program, and a plan
rompieté with svaluation.”

MR. SALMON:

Success is finally gonng to be determmed by whether the
_ graduates of that course really are mgnmoantly better than the .
others

MR. FOSTER: - .
| wouldnt say that the graduate has to be better But'| think
o7 o
) 2, .

-. "-1 '(.}.'7 . 4‘. , ) "-. ' .| .
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The University* Can't Train Teachers ' . o

there are three or four things that a teacher needs as a basé€ that

. you can'tlearn dver at that college. Let me just try $everal on you.

“irst: you have to learn to ri'egotiate a co,ntfact with a'kid,

And- the only way you can learn to negotiate a contract is'to go'-

to him td see whether you can negotiate a relationship W|th him.

Second: the only way you can learn to see whether a person

“should teach is the possibility that you can set up a rela’uonshlp
-“between the two, .of you in which you know who you are and he

knows who he IS and that relationship is understood. You have

* got to-have kids around to practice on, to develop that kind of

situation.

Third: tﬁe only way you can find out whether you 6an'teach
a Black kid or a Chicano kid or a poor kid |s to have a Black kid,
a Chicano kid, or a poor kid alone. .

Fourth: you can set up a relationship with his parents in
which youv are a trustworthy person and peréeived as such in that

- relationship, whether you are Black, white, Chicano, whateyer the

case may be.

The oniy way you will know whether you can be a tea her_"s"

when you can move from one kid and. set up a relationship of
learning with a small group of kids involving the four items |
have mentioned.

All of these thing:s are teachable if there are kids around; over
at the university they talk about.how you set up a clinical relation-

' ‘ship with the kids, and there aren't any kids around.

MS. SIZEMORE:

Your proposal has one limitation: kids are not in the schools.

THe Black male youths are not in the schools for anybody to

help. They are out on the street. | want them dealt with. And I
am saying that the people who can teach them are in-the gang,"
in the poo: hall, on the street. | want to know how.do | give cre- '
" dentials to a Blackstcne Ranger who can teach forty boys how

to read.

MR. SPILLANE:
. Ifthe Ranger is successful in teaching, he gets his credential.

98
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MR. FOSTER:
! ' Learning doesn’t have to be Ilmlted to the school building as

such. With 23 alternatives we will be operatlng next year, five
are not in schools.

MS. SIZEMORE: A
~ Okay. ' _ Sy
MR. FOSTER: ' '
. One’s in a warehouse, one isin‘a community buildnng, | don't
' . ‘care where the place is. | want to have one more thing. | want
! to be able to say that if thatvperson can do the job, | can grant
+ him a credentnal wnthout a degree o

_ MS. SIZEMORE: .

' | think probably.you're going to have to do it in stages. First,
a certificate in a program with -a degree. -And then a certificate
in a program based on performance—the guy can do the job of
teaching. | think there are some states, Washington and .Massa-

chusetts, for example, that are really moving, toward this sort of * L D
performance -based certification, g

h L)
. . N " . s
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i " The University Can't Tr.aln‘Teachers
v

/ . . .
/ - The Credentials Monopoly' .

= /\ No one wantsto be operated on by someone who professes to be a doctor
but has not been qualified by competent authorities. Certification procedures—

" including the awarding of grades and degrees by 6olleges and universities—
are a necessary part of. our system of public protection and a convenience to
everyone. But when the reliance on education credentials compels fidividuals
to spend tedious hours and years in school against their interest, perpetuates

/ soclal Inequality, gives one group in society unique and arbitrary power over

f the fives of many, establishes condltlons in which people will be dissatistied .
and unhappy with thair jobs, und{armlnes the educational process, and all this

/ unnecessarlly——then the time has come to change these pracnces ‘

[ o The-lnequmes and absurdities of the current state of affairs .are finally . ,
rod ) being recognized. In the expanding economy of the 1960's, the need for .
| R labor heightened awareness that formal educational requirements might be ot !
/ : keeping individuals out of jobs. Concern for minorities focused attention on .
P hiring practices which seemed discriminatory. Many still in.school rebelled :
/ . agalnst the arbnrary guthorlty Which the schools seemed to have over them.
/ _ Articles with titles such as "Would Horatio Alger Need a Degree?" appeared, ] :
. / questioning whether grades and degrees really relate to successqlin later flife. <
: / Yet the credentlals systern continues, and, in some ©3ses bgtomes more ‘

restrictive. .

: . . Job Screening and Job Performance. ' ' ‘

College credentials are not only a highly prlzed status symiggl, but also
the key to many of the well-paying and satisfying jobs in American society.
For the past 20 years, personnel managers in both government and industry {
have screened prospective employees on the basis of degrees—hiring those
first with the longest atlendance in school. Educational institutizas as em-
ployers are, as one wou'd expect, amnng the most insistent that their employees
have full credentials. in some cases, school districts regulariy base teachers’
salarles on the number of credits earned toward hlgher degrees in order to

encourage them to the maximuin formal education.”

-

From the studies we have seen and the interviews wg have had _with em-.
ployers, we believe that educational credentials are not only increasingly re-

quired for jobs, Lut that the requirements themselves are rising. Technological
in N

changes sometimes force skill requirements up, but our judgment is that, i : ,
| ‘ '
!

- 1Chapter 9 (pp. 38-43) of Report on Higher Educalion, a 1eport prejared by an. independent
' Task Force—Frank Newrnan. Chairman—funded by the Ford Foundation anu published by the
U.S. Department of Health, Education, and Weltare—Office of Education. Us Government ¢ .
Printing Office, Washington: 1971, Catalog No. HE 5,250:50065. o . : .
. 2James W. Kuhn, “Would Horatio Alger Need a Degree?," Saturdsy Réyview. Decembef 19, . =
L 1870. °
“a lvar Berg, "Rlch Man’s Qualifications for Poor Man's Jobs," Trahs. Action, March 1969, p. 48. vt ﬂ
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Is
many cases, these requi"‘rements are going up:arbitrarily. As the st?pply of
formally trained and educaled individuals has increased, employers have
simply responded by ralsmg their standards, even though the jobs themselves
may not have changed. This is particularly evident at the high schodl level,

‘where the possession of a degree is a necessary admission ticket even to

semiskilled jobs;' yet it is also increasingly true at the college level. In some

rising as the end of the school year approaches and new graduatés fiood
market." ' R

places, educational requirements for jobs vary with the academic calendg ‘

While educational credentials are, in many cases, indispensable for 'getting
a job, there is increasing evidence that they have little to do with how well
an individual performs a job. A Tecent and instructive study of this issue was

conducted by lvar Berg of Columbia University.” Berg inquired whether better

edycated employees in a variety of ocrupations—textile workers, installation

workers of a utility company, workers in a hosiery manutactuzng plant, tech-

nicians in a -paper company, secretaries, insurance agents,(ank tellers, air
traffic control personnel—performed better than their co-workers who had less
tormal education, Using a-range of measures of performance—promotions,
merit pay increases, employer €valuations, dollar value of [nsurance policies
sold, etc.—Berg found that they did not, and concluded that many employers
demanded too much formal education for the jobs they offer. hie afso found
that “‘overeducation” was a prime causc of dissatisfaction and turnover.

'One might suspect that ‘the lack of a positive relationship between formal’

educativn and on-the-job performance might be characteristic of blue-collar
and whiie-collar jobs but not of the professions, where extensive formal training

is a prerequisite to entering a field. But, while there are obvious minimum*

competencies required to be, for example, a successful architect, the relation-
ship befween formal education and performance is not nearly’as direct as might
be assumed. One review of a number of studies covering studénts/?ralne,_d in
business, school teaching, engineering, medicine, and scientific research found
almost no correlation between the course-grades of students in these fields and
thair on-the-job performance.’ -

R Y —
+ The 1969 Manpower Repor! of the Secretary of Labor Says that even to work in semiskllled
trades, "a high school educalion or prior sklli training (or both) is likely to be increasingly
necessary as the supply of persons with such preparation becomes larger.’ Quoted in Jamos
W. Kuhn, op cit,, p. 55. Valuable data can be found In the Occupational Outiook Handbook,
U.S. Department of Labor, Bureau of Labor Statistics, Bullelin no, 1970-71; and College Edu-
cated Workers, 1968-80: A Study of Supply and Demand, U.S. Department of Labor, Bureau of
Labor Statistics, Bulletin no. 1676, 1910.

& |var Berg, op. til., p. 48,

% lvar Berg, Educa!lon and Jobs: The Greaf Training Robbery Prasger, New York. 1970

1Donald P. Hoyt, The Relationship Belween College Grédes and Adult Achievement: -A
Review of the Literature, American College Testing Service Research Reporis, no. 7, Fall 1965,
This study has been .criticized, but we found nothing much to replace I. In a study conducted
for the Carnegie Commission, Spaeth and Greeley found that grades have a substantial impact

on the prestigse of the occupation held by e man 7 yesurs atter graduation. However, this impact.

probably derives from the impottance of grades in getting rather than performing a job, The
&uthors also found that as later variables were addad to the model, the direct effect of grades

diminished. See Joe L. Spaelh and Andrew M. Greeley, Recent Alumni and Higher Education,

McGraw-Hill, New York, 1970;-p. 167,

.
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N The University Can't Train Teachers

Men who hold degrees in management are among the most sought-after
of . university graduates. Yet a study of the career records of nearly 1,000
_ : .. graduates of the Harvard University Graduate School of Business Administration
- ' . led one scholar to conclude that the academic success of these graduates .
was not associated with their business achlevements." Another study of the
median s2laries of graduates of the sanfe school found that the salaries teveled
off approximately 15 years after the graduates entered business, and, on the
average, did not increase stgnificantly, thereafter.” These studles suggest that .
~ the men who get to the top in management have developed skills that are iy
.simply not taught by formal education. Finding problems and opportunities,” . i
. initiating action, and following through to attain the desired results requires . n
behavior which is neither measured by .examinations nor developed by dis- i '
cussing In the classroom what someone sise should do. o _
¢ ' "
) There would be great humor in this sltuation were not so many individual b
v~ - lives so deeply affected. Coileges and universities are fiiled with people who
. seek only to be certitled. Yet the grades and degrees these institutions issue : .o
N . are used as false currency in the employment market—they really testify to: '
: little about an individual's chance for success. (Disputes arfiong educational
institutions concerning transfer credits and credentials suggest that they them-
+ selves don't honor this currency.) Meanwhile, empioyers act against their own
self-interest by continuing to ‘raise the educational standards for the Jobs
, they have te fill.

Monopolistic Practices

Credentials—In a generic sense—are awarded by many institutions. Em-
- - ployers often regard service in the Army, a stint in the Peace Corps, or mem-
bership on the college football team as valuable, experiences, but they are not
. . regarded as educational credentials; these can -only be awarded by formal
educational institutions. Moreover, the only way to acqun> educational cre- °
dentials Is to accumulate academic credits, whict,, for most individuals, means
putting Ih time at educational institutions. The bachelor's degree certifies a i . . A
certain level of competency; what it really involves is 4 years at college.

'
, .
( Over the years, periodic reforms have been undertaken designed to speed ‘
. . the acqulring of a degree. in 1951, the Ford Foundaiton helped iitiate an ‘
advanced placement program whereby high school students in their senlor
’ ¢ year could take special *‘college level” courses. Upon the suctessful com-
. pletion of advanced placement examination3, these students could then receive SR
exemption from certain courses and advanced standing in college. In 1855, T : -

R . —_—

Harvard Graduate Schoot of Busineis Adminlistration, June 1954/ Quoted’ in Steriing Llvingston,
"Myth of the We!I-Educaled Menagur," Harvard Business Review, Januery-February 1971, p, 80.
" ® Lewls B. Ward, Analysis of 1988 Alumni Questionnaire Returns, en unpubtished report to
the feculty, Harverd Graduate School of Business Administration, 1970, Quoted in Sterling . . .
Livingston, op. cit., p. 80. . ) . |
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this program was taken over by the COIIege Entrance Examination Board

which has since developed standardized tests. Ye! these tests are avallable -
only in certain fields and can be substituted only for particular courses—usually

after difficult negotiation.with the facuities concerned. They make the lockstep
process only slightly more bearable fdr aggressive students.

There are, of course, boards and agencies for.a number of professions—,
often backed by State law—which certify and license Individuals to perform
certain tasks. But rather than provide alternative routes, nearly ail of thase
agencles reinforce the monopoly which educational institutions have over the
awarding of credentials’ Megical licensing requirements are a recognized
scandal'’—but so are practices in other fields. Tliny-three. stutes now have
jaws requiring individuals to possess a law school dujree bafors being admitted
1o legal practice, and in 13 states, the American Bar Association must itself
accredit the faw schoois. . N

The system is nearly as self-contained and self-reinfarcing in a great many
nonprofessional fields. There are approximately 550 licensed occupations in
the United States, with the occupations licensed in each State varying wide-
ly.' Many State ficensing boards not only have the. authority to accept new
practitioners into an occupa!lon, but also to suspend licenses and oversee
practices. Seldom is there consensus as to wha! constitutes a qualified in-
dividual. Many of the licensing boards do not use standard tegts to determine,

technical qualifications. If an individual moves to another state, he may we\l )

have to retake whatever tests exist, or even return v school.

Should an experienced nurse’s aide wish to become a ficensed praotlcal
nurse, she must leave her job, enter and complete a nursing school program.

Rarely is there any consideration of her previous experience on the wards. .

Having finally become a licensed practical nurse, she may’ later aspire to ad-
vance in her field and become a registered nurse. Yet to do so, she must again
return to school to climb the next rung of the educational ladder, and, in many
cases. begih again as a freshman. . )

ln almost every other occupational fleid, a parallel situatlon exists. Occu-
pations are conceived of as discrete, each requlrlng a cenaln term of formal
education. Rarely is there prbvision for competency testing to walve require-
ments . Mobliity is further, restricted because schools are organized on the basis
of administrative convenience rather than the specific needs of people. Enroli-
ment can take place only a\ specified tlmes Night courses in many fields are
diminishing.

— et

12 Sgme limited progress is beling made because the critival needs for heaith manpower
have created 80 much pressure for chalge. See "New Members of the Physiclan's Health Taam,
Physicians’ Assistants,” 1970, Raport of Yhe Ad Hoc Panel on New Members of the Physician‘s
Heeith Team of the Boerd on Medicine \p! the Natlonal Academy of Sciences, and Selected
Tralning Programs for Physician Support Rersonnel, U.S. Deépartment of Heaith, Education, and
Welfare, Bureau of Health Professions, ucatign, and Manpower Training, June 1970.

11 5g¢ “Occupational Licensing and {he Supply of the Nonprofessional Worker,”’ Manpower
Research Monograph No. 11, U.S. Department of Labot, washington, D.C.
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Certification and Education: Growing Conflict " TN
If the educational purposes of colleges and universities were well served : '
by the monopoly they hold over thg -administration of examinatiuns, grades, and . '
degrees, it would be harder to see a way out of the current state of affairs. . .
But they are not. v ’ > '

" : A
Grades recognize and reward academic achievement. Degrees identify differ- . \\ 2 )

ent levels ‘of achievement and different types of programs, and hence mark -
out the courses of Instructiop wrgch are open to students. Both, we believe, .
are necessary to most educational institutions and can be used to strengthen . .
the educational mission.'* Yet there is also a conifiict between the functions .of { .
providing education and .cerlifying competency. The conflict Is made more - . *
acute because "there are no other ways for l_ndideuals to become certified.

equated with fo..::al education. 'J'he enormous value of a liberal education has

little to do with getting a credential. Those who leave without a degree often

carry with them a sense of failure. One observer goes so far as to suggest

thatghe function of 2-year institutions in higher education Is to convince stu- i .

dents and their parents gently that they were not really suited for collége in

the first place.” . : : _ : .

As certifying institutions, colleges have developed a host of devices—ex-

. aminations, grades, academic requirements, residency requirements, and so
forth<—which require administrators and faculty members to exercise constant /
authority over the work and lives of students. As resentment toward these " .
.practices has grown, it has become increasingly difficuit to combine the roLes ; .

- of teacher and judge. We have seen.many students who have rejected formal
teaching and learning altogether because they reject the arbitrary authority {
which faculty members and administrators hold over their lives. A

Lowering the Credentials Barrier ¥

It is time to halt the enormous and growing power which colleges and g
universifies have as sorting and screening institutions.’* One negessary course
of action is to reduce the reliance on educational credentials as admission
tickets to careers. We must deveiop mechanisms and criteria for measuring
an Individual's potential for a job that are more relevant than those now
universally assumed to be valid. Some studies suggest that motivation, per-

%1

19 Sge Stephen Spurr, Academic Degree Structures: Innovative Approuaches, general report
to the Carnegle Commission, 1970. . '

“13 Burton R. Clark, “The, ‘Cooling Out’ Function In Higher Education,”” American Jouriial
of Sociology, May 1960, . :

tiFor some useful &nalyses and recommended solutions. see Amilal Etzioni and Murray ¢
Miiner. Higher Education in An Active Soclely: A Policy Study. Bureau of Social Science Re-
search, Washington, 1970, pp. 1-154 to 1-179; David Hapgootl, **Degrees: The Case for Aboli-
tion,” The Washington Monthiy. August 1869, pp. 6-13; and S. M. Miller and Marsh Kroll,
“Strategies for Reducing Credentialism.'* Action for Charige In Public Service Careers, Summer -
1970, pp. 10-13. . R °
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1. : ' ' ‘ Certification; Tenure,
severance, and experience might be identified by new kinds of tests which . -
employers could utilize. But far more valid, we believe, would be apprentice-
ship arrangements and other forms of.*'pre-career” tralning, in which empleyers
would hire without excessive regard for the amount of formal education appli-
cants have.had—and perhaps with' the ‘understanding that they will have
additional ‘opportunities to pursue formal education later in life.

*Colleges and universities can do their part to reduce the overrellance
on credentlals.Theycan study what happsns 1o their graduates, and-what the
correlations are betwegn academic success and occupational performance.
They can treat théir credentials as internal matters, between the schdol and
the student, and resist servicing government and industry by providing spurious
predlctlon%@s to how a given graduate will fare in & new role.

v The more immediate need, however is to break the credentials monopoly

by opening up alternative routus to obtaining credentials. The monopolistic

/ power of existing colleges and universities cannot be justified on the grounds

of their effectiveness in screening for ocoupationa! performance; nor on’the

grounds that being the sole agencies for awarding degregs and credentials
is necessary to their educational mission, Internal reforms now under way—a.

de-emphasis on grades, more Independent work. cradit for off-campus experi-

;. ence, modest expansion in the use of equivalency examinations—are important

‘but not enough. New paths to certification are neecled.

\
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The University Can't Train Teachers L o' ‘ ,

.

Accredutahon and Credentlalhng in the
" Education of Teachers -

| . James Bowman' ' .

There, is*'an old medicine man at Zuni who has agreed to take.three
of the primary children out for a-walk each day; in' the process, they
talk about the vegetation and its significence in the older éulture, its
n@e,both in English and- in the older language. It is a very good ex-
perience. | was describing that to someone who told ma, "“But you know
that's agaipst the state law. The school is liable. He is not a certified
teacher. It is also during the ‘school day.” And it Is .at,this point that
you really have to. ask the question about who s the teacher. Not oniy .
Jegally, but morally, who is the teacher?*.. ’

.One of the major pressure points for reform in education ‘ies in the wide-
spread dissatisfaction with the present system of accreditation and. certification.
Although a mass of protest against the system has beern raisetd from a broad
field of ‘educators,few changes have occurred. '

Present Omce of Education as well as national policy in respect to educa-

‘tional reform includes the following goals

- _1 The bringing together of the - Arts and Sclence College and the
Teachers College into #&single system. . \ .

2. The representing lp the teach‘mg profession of a wider ranée of
cultures and life-styles. Ce
-

3.'The increasing of experimentalism in the teaching and teacher
education field.

The accreditation/certification rmonopoly may present’ an impedipent to
the realization of any of these goals.

The Arts and Sciences—Teachers Coliege Dichotomy

The transformation, in the 1950's and 60's, of the single purpose teachers
»College (recruiting students from the local community and training them to
be teachers in that community) to large multi-purpose institutions (attracting
students from a broader area and in a labor short market, placing many of them
far from the training site) resulted in a division of responsibility for the teacher

' 1 James Bowman is assistant to the director of the Study Commission on Lh!ergmdunte
Edutafion and the Education of Teachers.
2 Vito Perrone in Educabon for 1984 and After, edited by Paul A. Qlson, Larry Freeman and
James Bowman, published.by the Directorate of the Study Commission on Undergradume Edu-
cation and ‘the Education of Teachers,

. ! *
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training process. As a result, the Arts and Science College in the multiversity °

or complex state college received from 60 to 80 per cent of the load. With the
demiss of the "laboratory schocl,” the school system took over the practice
teaching, and the school of education was now left with the “foundations and
meihods' courses.” This frazmentation Is maintzined by the - accreditatiof
process. NCATE"(The National Council for the AccYeditation of Teacher Edu-
cat'zn) will not approve a teacher training institution unless it has already met
the requirements of the state and the regional accrediting agency. The regional
agency s concern as it relates, to teacher gducation is primarily. the approval

“of the “disciplines" component of the institution -and of the graduate nrogram

which largely dominates the agendas of the disciplines:

The régionals‘ as a rule,shave treated teacher education as one ‘element
in the total institutional evaluation. When teacher education has been
of minor importance in the total institutional program, an Institution with
strong academic departments but weak professional’ education:would
normally recelve full accreditation. On the contrary, an institution with .
a strong teacher education emphasis. if strong academically and weak
professionally, -might be given provisional accredltatlon or denied it
altogether.'”

NCATE, in allowing the regionals to'.a'ccredn the disciplines, is relinnuishing .

power to an agency whose primary values do not lie ir the area of evaluating
good teaching or a good edutational program, particularly a program focused

" on the production of good teachers for th'e,cor.nmdn schools. The ‘effect is to
fragment the system even further and to support those institutions which

emphasize the academic dlsclpliries as service departments for graduate inter-
ests over the “training of teachers” function of depariments in the Arts and

Science college. Indeed, a humanistic mission which ex‘ands into the greater'

society Is not generally supported. Mayor's report in 1985 recommended thaf
NCATE and the regionals visit the institution at the same time so that the
total program for educating teachers could be logked at This ‘suggestlon has
not been followed.. . .

What about NCATE itself? "NCATE guldelines, as Mayor indicates and as
the’ 1970 standard also asserts, support the notion that there should be joint
Arts and Science - Education responsibility for the genéral stidies component
and the. teaching aspect of .the prégram. However, many NCATE approved

institutions do not really have such committees as standing’ comritfees; they

are often powerless, paper organizations created to pass inspection.

Regarding Ihe evaluaﬁon of cUrﬁcula, NCATE is content fo*n&vie-w the

3See Paul A. Oison's study: "The Preparation of the Teacher: An Evaluation of the State
of the Art' in Education for 1984 and After.tor the historical barkground of this movement.

¢ pp. 47-48 in Accreditation in Teacher Education: Its Inlluanca on Higher Education, a
“report by John R. Mayor to the National Commission on Accrediting, )
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pattern of courses; no Informﬂtlon is provided on the content of courses or thelr
usefulness to particular or difficult teaching situations.
- . ) .

» .

Access \to Teaching Prolessions .

A Sioux woman who takes Sioux language and culture at the University .
. “(North Dakota) probably managed to finish the ninth grade; she is one
: ' of the finest teachers | have -ever seen; her work with undergraduate

students Is exemplary. Could she teach at the high school? N&~She \J

- . couldn't teach at the high school because she-lacks ali of the certifica-
’ tion to teach in that setting. Yet, she has more to contribute to the study
of the history, language, culture of her own commumty than anyone else
In the school.”

»

. I . > Thedstates in many areas in earlier decades of- this century were concerned
hat "*unedicated" or illiterate persons find their way into classrooms 2¢ teach-
ers, and they made a list off courses which one would have to have taken if
he were to teach at a certain level. This gradually was phased ‘out and the
“state approved program’* accreditation substituted as a major determinant

o . ;‘" : of who would receive credentials to teach and which colleges would offer the

credentials. NCATE recognizes this and will not approve of a progran that is -

not state approved. NASDEC (National Association of State Directors of Teacher
Educatlon and Cerlification), under the influence of the various professional

-

associations, has developed more through guidelines in each of the disciplines

. ’ but still lack® a to'al institutional perspective. *Approved programs’ in the
Arts and Sciences are largely a list of departmenta| topics to be covered *
analogous to courses. .

. It is possible that even though a person graduates from a program v?/hlch
meets the approval of state, regional agency, and NCATE,-he will still be.
unable to méet the requirements of a teaching position. Most of the school
districts in owr largest cities include local testing. The New York City Board

N . of Examiners, for example, could require any of these: written test,\oral English
v test, interview test, group interview test, teaching test, performance test, super-
' visor’s test, rating of trainjng and experience, and physical and mental exam.
ination. Harvey Scribnef, Chancellor of the New York City Public School
{ System, recently refused to defend in c'\ur! a challenge to this jesting pro-
R . cedure. .

. . sonality and cultural style. It is possible for a teacher to be licensed to teach
a class of students whose first language is entirely foreign Ao that teacher.

) Another teacher may be denied a license in lllinois if he does not know Illinois

- history or if the media center of his training institution Is found to be under-
supplled._leen this kind of system, entering into the teaching professions is

.
. »

© Vito Perrone in Education for 1984 and After.
» , Lot ) 103
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extremely difficult for people whose values: and life-styles do not permit con-
forming to the curricula requirements .and bureaucratic procedures which ate
not only strange but ‘often times antithetical to their values and their way of lite.,

. 'Hin\drance to Experimentation

« - Presen! accreditation/certification practices also militate against any ex-
perimentation in the field of teaching. Since NCATE will not accredit an insti-
tution (1, that is not already approved by the state; (2) that has not been ap-

- proved, academically, by the regional agency.and; (3) that has not gradua.ed
students, the possibility of new programs in teacher-education are practically
nil. {t would take many years for @ new program to receive approval from all
three agerncies; it could not be approved unli} it had graduates. Until it was

" approved, .its graduates could not recelve, certificates in many states, NCATE

recognizes what it call ‘responsible experimentation.” However, Its}standard
of evaluating, which an&

. structure, puts considerable pressure on ‘the institution to conf to existing

e patterns of teacher training and prevents any se riQus ‘Competition from new

) - and dtHerent programs. e

¢ The éffect of predent accreditation-and certitsation practices on funding
procedures from the federal to the local level compounds the difficulties of

educational reform. Many governmental as well as fion-governmental agencles

make policy and funding commitments based on the accreditation status of

. : programs and individuals within the: programs. Within the Office of Education,
accreditation is usually the prerequisite for funding. “Early outs" from the

’ . Armed Services tor educational purposes are granted on'y for those persons
attending accredited programs. Only taculty from accredited institutions can be
mer.bers of the Amerlcan Association of Unlverslty Professors. Supplementary
state funding for loda! school districts is based on the -number of .teachers

i ' **  holding 4he proper credentials. These- are just a few gxamples of a large and

complicated network of rules coﬁtrolllng policy mdking an#l distribution of
monles\which wields a treméndous amount of power in the diréction of keeping

’ things as they are and strictly confrolling the form of ecucational programs,
thelr content, and more Important who gets access to thein.

. ' ) , An attempt to reform the teacher certlhcation prdcess is. being made
' . by NEA (National Education Association). Their office has prepared a mode!
o’ : “Teacher Licensing and Practices Act"’ which they currently are pushing in

. ) d eight state legislatures: New Mexico, Kansas.‘Wyoming'.‘ lowa, .Minnesota,
oo Pennsylvania, New Jersey, and Massachusetts.” This legislation places the

o pieparation, licensing, and certain aspects of performance in the hands of the

° : teaching profession through a *“Teacher Licensing and Practices Commission.”

The commission:

1. Would be appointed by the governor from a list of nominees by
teachers or teacher organizations.

. 109
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The University Can't Train Teachers
2. Would include two administrators, two higher education people, one . Q
education specialist and one. assistant. ‘ M

3. Would grant licenses conditional to possession of an .acceptiable
degree. .

.

. . . ) t

Accountability to Client Qommunlty

i
-

"Such a pian Is not accountable to the client community. The position of the . \\
professional teachers in the public school is not like that of other prefessionals . 3
who are seif-employed and whoseé clients come on a voluntdry basis.. The model

legislation if passed would provide for no public (epresentation; the parent

would be int @ position (as he now is) of placing his'child under the authority » .

of a teacher whose presence n the school is legitimated by mechanisms out-
side his control.

This_accountabiliiy Issve Is central to ali aspects of the accreditation/cer-
tification problem. Whereas accrediting and cerfification agencies have great
powers to shape educational standards and practices, to Hetermine eligibilty ' : .o .
for funding, and to contro! access to the teaching professions, they are at the . . - .
same time effectually without any '‘consumer’’ rcpresentation. Moreover, the '
public does not, In most instances, have access to the decisions the agencies '
make or to the process by which those decislons are raached.

Several changes may b in order:
Regarding accreditation: “ ' . /

1. The accreditation énd credentialling processes should be sepa- :
rated. *

2. The 1un'ctlon ‘of accreditation should be an institution-building 3
" " lunction related to reglonal educational needs. S : L ‘

. The accreditation agencies may need to broaden their bases. }
In NCATE's case, that would mean jnciuding (a) consumer in- :
terests and (b) Arts and Science people.

4. A procedure needs to be deveioped which will quickly recognize
new and different programs on a trial basls. ~

5. All legal powars should be taken awagy from private accredmng ’ .. . ' |
;agencies. ' 4

Regarding certification: , .

1. Having separated the ciedentlalling process from accreditation, the
former should be seen and used as a tool for describing indiyidual
work skifls. - . /
' ¢ ) ’ '3
' 110 ' :
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- 2. Non-job-related credential barrlers ‘should ‘be removed? opening
the teaching’ professions to a wlder range of cultures and life-

styles ) R

3 Barrlers to reciprocity should be removed.

-4. Like accreditation, certiflcatlon should be opened up to pubIIc
representatlon

" We are presently at ground zeroswhen it comes to clea’rly stating. what-
an effective teacheryls (in terms that can be used In measuring and evaluating °
for the purpose -off training* teachers and determining who should and who.
shouldn't be allowed in.the,glassroom). For this reason accreditation and-
certification’ requlre"ents ought to be carefully. tested, cautlously applied, and
open lo change in any process of ‘approval.* ' ] .

» .

~ . * .

‘A Proposal for &8 Commission on the Licensing of Teachers,” Educallon

¢ Dennis Doyle, *

* qfor 1084 and Alter, prop the for
credentialling reform.

B m

of o natiohal commission as one wey of attempting
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' The University Can't Train Beach‘ers
-IN THE .UNITED STATES DISTRICT COURT
. FOR THE DISTRICT OF NEBRASKA

The following court decision relating to the dismissat of a teacher on
.grounds of incompetency and failure {o give evidence of professionat growth

.
e

is important not because of the decision that was madr (the court ordered a .

reinstatement of the teacher based on failure of due process) but because of
the issues raised regarding tenure. Much of the material in the court decision
has been cut for the purpose of focusing on the issues relating lo tenure,

The Johnson case shows the extent to which present tenure criteria in
many schools are virtually meaningless. The charges made against Johnson by
the School Board relate to his manner of teaching, his handling of pupils, and
his relationship with parents. The court found reporis of general negalive class-
room atmosphere and classroom slziements by Johnson to be objectionable

. but rejecled this evidence as falling outside of Nebraska statulory criteria of
professional growth on which tenure is based. On questions of tenure, then,
the courfs have final power, .

ROBERT L. JOHNSON,

B

Piaintiff,

VS,

0
« -

CATHERINE ANGLE, E!\JWARD COPPLE,
MARVIN STEWART, DR. JOHN E. LUX,
ROBERT MAGEE, ROBERT WEKESSER, -
JOHN PRASCH, THE SCHOOL DISTRICT
* OF LINCOLN, LANCASTER COUNTY,
NEBRASKA, .

-

Defendants.
VAN PELT Senior District Judge

Plaintiff has brought this action under 42 U.S.C.A. § § 1983, 1985 (1964),
seeking Injunctive and compensatory relie‘! because of defendants’ alleged
denial of plaintitf's rights under the First, Fifth, Ninth and Fourteenth Amend-
ments to the United States Constitution, Trial was had to the court. Briets

-

~have been submitted and the case is now ready for decision. .

At issue Is the validity of the dismissal by the Board of Education of the City
of Lincoln of plaintiff, who was serving as a tenured mathematics teacher at
. Millard Lefler Junior High School. )

The general charges made against Johnson are incompetency and fallure
to give evidence of professional growth. The Board of Education failed to state

112

ro A e
: . 12




Cerl)ﬂcatlon; Tenure

any specific-findings of fact, thus making !t inipossible lo determine if its decision
was based on only. one or on both of these chargss. ...

It should be stated at the outset that no claim of Inmorality is made against
Johnson, nor is the content of his teaching or his educational training ques-
tioned. The issue is his manner of teaching, his handling of pupils, and his
relationship with their parents. Johnson does not claim that he was discharged
becaus™ of the exercise in the classroom of his constitutional right to' freedom
of speech or other similar constitutional claims which appear in some of the
dismissal cases. - )

.In deciding the issues submitted, it is neceséary to examine the procedures
which constitute due process and determine whether such procedures wete
afforded p/lbintiﬂ. There are also questions relating to the impartiality of the
Schoo! Board and one or more of ‘its members; the refusal of the administration
to disclose the names of parents or students who had made complainis as to
plaintiff's actions; whether permitting Mrs. Virginia Taylor to testify violated the
agreement and understanding of counsei, and whether permitting !innions'to be .
expressed based upon the. complaints which were not made known to plaintiff
and not disclosed in the evidence, denied him his right of cross-examination
and confrontation.

The comments which follow will constitute the court’s findings of fact and
conclusions of law. :

¥

Mr. Johnson holds a Master of Education degree in secondary education.
He has completed 54 hours of study beyond the Master's degree. He entered
the Lincoln School System in 1951 as a mathematics teacher at Lincoln North-
east High School. In 1960 he was transferred to Robin Mickie Junior High
School. He stayed there until 1969 when he was transferred to Millard Lefler
Junior High School where he was teaching when the events involved here arose.

Plaintiff has been active in various teacher organizations At one time he
served as president of the Lincoin Education Association, an association repre-
senting the teachers in the Lincoln Public Schools. He is now the president of
the National Council of Urban Education Associations, a national group com- .
posed of about 150 local leacher associations. He is a member of the Board
of Directors of the National Foundation for the Improvement of Education,
and a member of a committee of thirty teachers from across the United States
which acted as a consulting committee to the United States Office of Education.

Four witnesses expresssd the opinion that Johnson was incompetent as a
teacher while others questioned his effectiveness with_certain students. Each
in expressing their opinion relied in part upon comiplaints received from
parents or pupils. As above indicated, his incompetency or ineffectiveness was

" not related 1o knowledge of the subject which he was teaching but to his
classroom performance and to conferences, or lack of helpful conferences,
with his pupils and ’Wi!h parent reaction. Suffice it to say, with three principals
testifying that he was incompetent, even though some had previously given
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Johnson satisfactory ratings, the cpurt must conclude that the evidence was
sufficient for the Board to find that Johnsor*was incompetent- as a teacher.
it Is regrettable, as atove indicated, that it did not recite findings of fact and
state the specific grounds for dismissal. Even if factual grounds existed for a
dismissal, Mr. Johnson, as a tenured teacher, was entitled to a "due process
hearing.”" Hence we must turn toa consuderation of the procedures before and
at the hearings.

The claimed lack of professlonal growth did not relate to -professional

growth as defined in the Nebraska &tatutes. ,

Under Neb. Rev. Stat. 79-1260, a tenured teacher may have his teaching
contract canceled if there is a "faliure to give evidence of professional growth.”
"Professional growth" is dagain mentioned In 5section 79-1261 ,-w(hich reads:

*Every six years permanent teachers in a fourth or fifth class 'school
district shall give such evidence of professional grcwth as is approved
by the'schoo! board in order fo remain eligible to the benefits of sections
79-1256 to 79-1262. Educational”travel, professional publications, work
on educational committees, six semester hours of college work, or such
other activity approved by the schoo! board, may be accepted as
evidence of professional growth.'

(n the past the Llncoln/S/chool Board has approved activities such as format-

. classwork, workshops, Institutes, and college or adult education courses as
acceptable evidence of compliance with the statutory standards. It Is conceded
by the defendants that the- plaintiff has met the statutory requirements for
professional growth as well as the standards set by the Board. However, it is
the defendants’ contention that the plaintiff did not meet Superintendent
Prasch’s definition of professional growth, a definition which was not known
to the plaintiff’ until the hearing. Whether the Superintendent can substitute his
own definition of professional growth for that of the statute must be decided.”. ..

v

As Is hereafter noted ir the discussion of due process, the charges against
a teacher must be such that the teacher can respond as provided. . . . When
‘the superintendent attempts to give his own definition of professional growth
and substitute it for the Statutory definition withcut the teachers of his system,
and particularly in this case the teacher the Board votes to discharge, having
knowledge of the superintendent's definition, it is clear that there wouid e no
way for such teacher to ‘respond. . i

It is evident from the Nebraska statute, Section 79-1261, above set forth,

that the Board of Education has approval rights in determining what shali be
evidence of professional growtn.

s

The personnel handbook (Exhibit 6) provides for such evidence of profes~ _

sional growth as is *‘approved by the Board’of Education.” There .is then out-
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lined for six printed pages allowab1e professional growth actlvltles and the
evaluation committ‘ee is provided for. Thus it is clear that the Board has at-
tempted to make a determination_ of what is evidence of pro(esswna, growth l
and ha: so Informed the teachers /

s

Superintendent Prasch’ s definition of professional growth le shown on page
74 of Exhlblt 1-(A):

Q- And would you explain*to us how you are defining protesslonaI'
growth if you're not defining It In the seven page Procedures set ‘
out in this handbook?

A-Yes; the seven pages, the Procedures set out in the handbook,
J o, are in terms of course requirements, professional involvement, *
travel, other kinds of things which are submitted by ‘sackers - .
as evidence that they have met professional growth criteria.
My definition of professional growth Includes the ability of
L N a teacher to improve performance as the result of anything
that they have done in that respect or In any other way so
that over a periad of time problems that are met In the class-
.- . room can be alleviated by that professional growth.
’ For example, so that the teachers could. learn to have )
\ - greater sensitivity for youngsters over a perlod of time, or 3 o
adjust thelr teaching practices so that kids could achleve and
receive gnod grades.

Ny -.':',.",-&:-’i hé ‘i‘wiz'f'.,: j :

x

D

~

t

& A S W S W i

Aol

Q- So your use of protsssional growth, or faiiure to show professional | . \
> . growth in the charge you made against Mr. Johnson, is not that
type of professional growth set forth in the handbook? ~ . p :

. |
C/I think that's essentially true, the things set forth in the hand-~ 1 .
book are ltems by which teachers can meet certain criteria “
for protesslona| growth. Whether or not the growth takes place,
| think, is another matter.

/

L N 3.

If the Board is to apply Superintendent Prasch’s definition, It seems clear 3 !
that it should be formally adopted by the Board and set forth in the handbook 1
so that all teachers will know of it. To set forth one definition and tnen apply
another certainly runs contrary to the detmlt‘on of the Board’s attorney of due E R

process, namely “baslc tairness." E
3
Manifestly, Johnson had met not only the statutory professional growth ) «
requirements but those of the evaluation committee also. This court doubts 3
if the superintendent under any circumstances could be permitted to substi-
tute his own definition-of professional growth for that of the statute. Certainly L3 R
it cannot be done as the vehicle for the discharge of the teacher when the 3 |
teacher has no knowledge of the superintendent’s definition. if the Board's ;,' b ‘
' dismissal was based on lack of professional growth it is clear that due ; g . : - -
: ‘ Lo 3 .
Q . . '
. :
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process wag~ot afforded and that the evidence would not justify dismissal

on this ground. . .. . .

. - . » . . . - . . .

.
The general import of the administration’s witnesses' tesimony was that
plaintiff was incompetent as a teacher in that he intimidated pupils and did
not develop the necessary ‘rapport’ with a large percentage of his classes.

There was also evidence of a failure rate in two of his tlasses which was

high in relation to the number of failures given by other junior high school
math teachers. The evidence, however, discioses that there were other

teachers who had as high a failure rate and who were not discharged because

of it, so the court concludes that the School Bbard gave little consideration

to the tailure rate. . .
A

. . . . . . . . . .

In October, 1971, as shown by Exhibit 17, a conference was held with
Mr. Johnson by his principal and by the math consultant, for lwo purposes,
one of which was to inform him about numerous parent concerns and com-
plaints. It was decided that the principal and math consuitant would make

frequent visitations to Mr. Johnson’s room and make suggestions for possible

improvement of student relationships. Only one such visitation report is in
evidence, that of December 17,1970, which indicates it Is the principal’s third
visit 1o Johnson's classroom. In this report, the appraiser made some negative
comments dealing with the class atmosphere-and recommended that Johnson
choose his statements more carefully. He pointed out some statements Johnson
rrade to students as to which the court Is in agreement ‘hat they were ob-
jectionable and achieved no purpose. This principal on February 2nd recom-
mended to Dr. Sawin that Johnson ''be reassigned to another building or
another position.” He mentions the requests of pupils and parents to change
from Mr. Johnson’s class to another teacher and that the requests have steadily
increased '‘thus illuminating the growing dissatisfaction” and concludes with
the statement: “Mr. Johnson is a very capable and intelligent person, but
1 do not believe he possesses the patience or empathy to work effectively with
junior high students.”’ The letter nowhere contains a recommendation that he be
discharged or the statement that he was incompetent. .. ..

. - .
. . . L . . . . . . .

On or about March 16, 1971, the plaintiff received a letter from Mr. Prasch
statifg that the plaintiff’s name was on the list of employees who had not
beén recommended for contract renewal. On March 25, 1971, plaintiff received
a letter from Carroli R. Sawin, Assistant Superintendent f.r Personnel in the
Hincoln Public School System, informing him that Sawin was recommending to

the superintendent that his teaching contract be withheld pending an investiga-

tion of his teaching performance. The letter stated that the plaintiff was entitied

to know the “specific charges” and that he could have a formal hearing if he

desired. On March 27, 1971, plaintiff wrote to Sawin and requested the spe-
cific charges. On April 2, 1971, Sawin wrote the following letter to the plaintiff; -
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: ’
““This letter is-to inform you that the Superintendent of Schools will
recommend to the Board of Education that your contract be terminated
for the reasons of incompetency and failure to give evidence of pro-
fessional growth. In response to your request, the specific charges are
as follovs: ' ‘

1. You create a classroom climate by word and action that inhibits
learning. You intimidate students—you frighten them so they
will.r.ot seek your help. There is little evidence of patlence and
empialhy for students. There is a tendency on Your part to ridi-
cule or deteriorate students’' confidence.

2. You have an excessive number of failures although the classes
to which you have been assigned present no unusual instruc-
tional problems. ° :

3. There now is, and for several years past has ‘been, pronounced
»>
rasistance an the part of students and parents to placement in
- your classes.

4, Several transfers in assigment and location have nbl.alleylated
the condition. ® T

"Consideration and action by the Board of Education with respect fo
cancellation of your contract_will take Place on May 11, 1971, in the
Board Room, PSAB, at 11:00 a.m., or as soon thereafter as the matter
may be reached. Should you desire, you may request a formai hearing
before the Board of Education in advance oY the above specified date.
In that evept, we will confer with you relative to a suitable time apd
place.""'—y

Plaintiff's attorney replied to Sawin, saying that he believed the charges

were not specific enough, In that they falled to include the following:

"{. The specific charge with respect to M. Johnson's alleged
_failure to give evidence of professionai growth.

2. The classes and years In which Mr. Johnson’s falllres are -
claimed to be excessive.

3. The classes and years v\}hlch there was pronounced re-
sistence [sic] to plapement of students in Mr. Johnson's classes.

4. The relationship between the resistence [sic] on the part of
students and parents to placement in Mr. Johnson's classes
and Mr. Johnson's alleged Incompetency.- q ’

5. The transfers in gssignment and location referred to. -

6. The specific cofguct of Mr. Johnson in the classroom which
allegedly Inhibits [@arning and intimidates students.
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ThQ'University Cen't Train Teachers . ) .
7. The nature of the evidencg in support of the charge that ‘There
Js little evidencé of patience and empathy for students.’

8. The conduct on the part of Mr. Johnson wi'th respect to the
charge that ‘There is a tendency. . .to ridicule or deteriorate
students' confidence.’ ’ ’

«  "We also demand that we be furnished the name and address of
each person making complaints with respect to Mr. Johnson and
resisting the placement in Mr, Johnson's classes. We also demand.
copies of any’ documents which you may have in your file note

. already furnished to us which in any way rélates to the charges
against Mr. Johnson pr' which may have formed the basis for your
action against Mr. Johnson.”

. . . . . . . . e, . .

The court conciudes that Mr. Johnson's contract was not terminated in
the manner required by the rules of the administration and the Board, and
that he was denied due process during and prior to the hearing. It follows
that the Board action should be vacated and Mr. Johnson restored to his
status as a tenured teacher. It does not foliow that he must be returned to

. Miliard Lefler Junior High School or even to a position as a mathematics
teacher. It also does not follow that in his.assignment he should be punished
by the administration or by the Board. It is to be hoped that a place can be

found t6ér him in the system and that he will devote more time to teaching and.

conference improvement and less to outside ‘activities.

IT 1S ORDERED BY THE COURT that the Board's action be vacated and
plaintiff Robert L. Johnson restored to his status as a tenured teacher.
Dated: November 5, 1971,

‘ BY THE COURT:

3 Van Pelt
\ UNITED STATES SENIOR DISTRICT
’ JUDGE
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PAFullToxt Provided by ERIC

FUNDING PROBLEMS AND RESOMMENDATIONS

Several fundlng problems are discussed:

1. Inadequacy of prdpeny tax to support schools.

2. Lack ot funds available for échool—based undergraduate education
of teachers. N -

3. Fallure of the U.S. affice of Education to write and enforce guidelines
. for funding programs that result in educational reform.

4. Need to rechannel money with thé m\alp of state legislatures.

The Demetrio P. Rodriquez vs. San Antonio Independent Schoo! District
court decision, which has become popularly known as-the “Edgewood Decision,"
is of historic importance in that it rules that the current property ‘tax method

© o financlng public education in Texas Is unconstitutional because it discrim-

inates on the basis of wealth and thus denies equal protection demanded

- under the Fourteenth Amendment. The significance of this case is shown by

the fact that more than 30 states have joined the state of Texas in filing an
amicl curlae brief wlth the Supreme Court in.appealing thls decision.

Pino suggests some mechanisms that would make posslble developmental
funding of institutions of hIgher education by the federal government. These
suggestions would also have® applicability “for the funding of school based
teacher training centers. B

It schools are to play a stgnmcant'role in the undergraduate _tralning
of teachers, they will need money to do it. This money could come from a) an
enlarged federal” contribution based on an expansion of the federal funding
role; b}, an expapded state role based on the development of new procedures
in stateslegislatures for funding teacher education through the schools: c) new
funding formats used by the U.S. Office of Education’'s UPEP and Renewal proj
grams.

.
.
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Funding Problems and Recommendatfons

" ), for one, would be for proposing that we abandon the propsrly tax
for the funding of education and fund wars with it and use income tax
to fund education. !f might be a beautiful way to prevent wars. The
Army might be trying to take a hill somewhers, and you would have 1o
send them notice 1o withdraw and go home, because they didn't pass
the bond issue. The property tax will not support America's schools.”

~—Barbara SIz:r'nore, see below.

MS. SIZEMORE: .

If we are to work at school-based undergraduate training, we
must work in properly supported schools. Otherwise, the money
will be directed for bread and butter supplies. Property taxes are
inadequate and obsolete, but nobody wants to do anything about
it. - ' ! .

|, for one, would be for proposing that we abanddn the

property tax for the funding of education and fund wars with it
ard use income tax to fund education, It might be a beautiful

way (o prevent wars. The Army might be trying to take a hill
somewhere, and you would have to send them notice to with-
draw and go home, because they didn't pass the bond issue. The
property tax will not support America's schools.

MR. SALMON:

I'm in complete agreement wnh you there. | think that the
probléms of America are so substantial in, every area that we
'may find that even'a progressive income tax m|ght run into a

' problem . (

.

MS. SIZEMORE: !

The public does not understand how Lockheed is sybsidized.
The intricate workings of the capitalistic mechanisms are hidden
from the people. If ybu discuss capltahsm it's taboo. The people
of America do not discover that the oil millionaires are subsidized
by Congress. They're on welfare;.so is Lockheed. So are the
expressways on welfare. Once you reveal the basic concepts that
order the priorities of the people who are oppressed, they may
have second considerations as to whether “they wish to support
the schools in a new way. :
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The University Can’t Train Teachers

MR. SALMON:

~—

School- based undergraduate educatlon for teachers .could
come to be like in-service graduate education. I've had a strong
thrust for in-service educaticri, but the only funds that we had

were ADP funds or some Titie,| funds. |f community money Is .
used to train these teachers, what will happen to them is they

will be thrown into a classroom and have a principal down there

that's harassed and busy and doesn't care. The schools don't

have the horses to do good school-based education now. | think

we could do it. But we are’emasculated at the moment; at least

most of the school systems | know about are emasculated. They
don't have the funds to do in- service training, let alone good
undergradudte “training. .

MR. CARDENAS: 5
I'm not sure that the school needs new horses for the trainung

"- of teachers.- {'ve found out what an ideal teacher training pro-

gram is like by accident. In October | was funded for a fairly
extensive Early Childhood program—forty teachers. | couldn't find
anybody; | talked to the state of Texas, and they said, "Just hire
warm bodies now and we will give a permit to everybody.” |
hired forty people, most of them fairly oung. None of them had
a teacher's certificate. None of them had formal teaching experi-
ence. | didn't know how to train them, because | didn’t know
anything about Early Childhood education, and so | said, “You
decide what you want. | hav)e got eighty-five thousand bucks for
staff training, and just tell me what you want to learn and so
forth, and we “will get the people that know something and we
will put you in contact with people.”” They developed their own
program, Those are the forty best teachers that we have in my
schools.

MR. SALMON: |
If you don't have eighty-five thousand bucks, how do you do
it? R N - ‘
MR. CARDENAS: _ ’
. We would have begged, borrowed and—tHe unique thing is

thht these forty teachers are my horses now. They are training
my principals, my supervisors, my counselors. | put them in an
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institute this summer again and brought in the principals and the
counselors and the supervisors and the certified teachers and
they are training my other teachers. : “

MR SALMON: - ' : .
Your definition of ‘"horses’’' and mine were different. You were

talking about people. | was talking about dollars. When | said’| -

didn't have the horses, | was saying. that schools dont have the
dcilas. A reallocation is realistic. We need to talk about that
sO that the schools can do the job that you envision with -proper
support.

MR. FOSTER: ~ .

We can say to the federal -government,- “Stop glvmg any
money to school districts 'or universities which want th e wrong
things; just stop it.” There is no more reason to start giving tiat
Elementary and Secondary Education Act (ESEA) money to south-

- ern places to pay off the people. | just saw the new regulations,

and they are just as bad as the old in my judgment.

MR. CARDENAS:

~ I'e been saying this in other programs they wouldn' t everi do
it im the Bureau of Educatiopal Personnel Development. They spe-
cnfy the type of training tffat they want to give teaching didates
to prepare for proficienty tests. Well, you can% buy-this type of
training. Then they say, “Well, if the University of Tex s doesn’t
give this type of training, don't send the teacher candidates there,

rand don't pay them the tuition money®' But the University of

Texas Has‘an endowment because of its oil lands. | am supposed

., to say 4o the University of Texas, *If you don't change your

teacher training program for some 5,000 students, you are not
going to.get $21,000 worth of tuition money,” see? But at the
same time, .the Bureau of Ert:‘uéoatqon Personnel Dev_elopment in
Washington is funding summér institutes for the University of
Texas all over the damn place, and the U.S. Office of Education
is giving them Higher Education Facilities Act* monies, special
grants, for example, helping them build dormitories and all kinds
of things. My argument is this: if the University of Texas is not
interested in preparing teachers for Mexican-Americans or Chi-
cang kids or Black kids, then Washington should say, “Welt, it's
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The University Can't Train Teachers

the University of Texas’ &rerogative, but don't ask for a singlée
God damned cent from Washington because you are nét going
1b get it.” ) . ' . .

MR. SALMON:

That's real. | have lived in Washington now for about a

month; | have been over on the hill. The regu|at|ons that are
drawn are political regulations. You know that.

MR OLSON

* If federal funding is going to doiany good we have got to
establish some constraints as to whom we fund and sope guide-
lines that require_ integrity of the institution and institutionaliza-
tion of change.

MR. CARDENAS:

The paradox in the U.S. Office of Education, in the way they
develop guidelines and promoteleglslauons is that they say that
teachers have to understand that there are dlﬂerences between

-

\

kids. When they formulate programs they sure as hell don't

understand that there are differences among school districts,
among umiversities, etc. 1| havef real fears ,regarding a schooi-
based teacher training program be it pre-service or in-service.
In 98 per cent of the school districts in this country, you would
have.no better programs than you would have in 98 per cent of
the universities. Let's put it this way, the gurdehnes for programs
or the iegislation of programs ought to include the performance
criteria expected. Then either universities or school districts
could - participate in the development and implementation of the
[training program. I'm sour on universities, -but, hell, there are a
|ot of 'school districts that | am also pretty sour on.

’

MR. FOSTER: . SN

Could we somehow restrict fundmg to a viable alternatlve
within the institution? Rather than putting money into the ‘whole
institution and«thus forcing it to prove, its reliability, you restrict
funds to a smaller power base within the it.stitution.

MR. SCHWARTZ: ' !
How do you deal with the argyment that that s a nice way to

‘allow the mainstream part of the university to continue business

124 -
o . -

Y]

o




.

) Funding Problems and Recommendations

* asusual? At Adams we have an urban teacher education program,

that is nominally wired intc Oregon State. ‘We had hoped that this
alternative teaeheég: education program would have some impact
on the university's main_teacher education programs. After two
_yea“rs of operation and many site visits, a lot of people are saying
that the program represerits a pretty good model. But we haven't
budged their mainstream, teacher preparation programs one |ofa
The alternative has not budged tHe system. | would like to see

built-in some notion about how you are going to use the alterna- .

-

tive program for leverage on the main system.

MR. FOSTER: e

If the mainstream knew it wasn't going to get any more’money, -

that's power. If we were to say to the dean, we will furid the
alternative, and will continue to; unless you can use that alterna-
tive, move the base, we aren t, going to gpen up any mdte for
you; you have got your limitations. | think you have to broker
that kind of power into the situation. coe .

MR. SALMON

Or if the kids who went through the malnstream mstntutlon
didn't get jobs, that would be the best power you could possibly
get. .. -

I

. MR. FOSTER: S,

The institutions don’t care very much what happens to the
kids. ,

MR. SALMON: :

And honest to God, not too many peOpIe are concerned about
the mainstream educatlon departments or concerneéd enough to
cut gheir money oOff. :

-
- 4

MR. FOSTER: L. ) ,

The dean cares, because.tnat's his survival. If he gets dried
up, he’s through.

MR SALMON
But who is going to deny hlm"
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MR. OLSON: | o RS
How much money would it take American schools to do a
decent job of undergrdduate professional educatron for teachers?

MR. CARDENAS: : '
Can we start on the premr'se that it's not going to cost any *~
more than it's costing right now to turn out a dysfunctional
teacher. If the money presently being.spent in higher education
were rechanneled, one might produce a better teacher .

MR. SPILLANE:
That makes political sense as well.

' MFA} OLSON: . : L
In 1968, undergraduate teacher trarnrng was costmg $2,000 a
'yRar for each undergraduate in the state university.

MR. CARDENAS:
In medical school it was costrng $5-10, 000

- MR. OLSON
Yes.

MR. CARDENAS:

For somewhere between .$2,000 and $10,000, | could train.a
teacher. .

MR. OLSON: ' ' .

When you are talking then about the rechannelrng of money
does that’ mean some kind of -program of education of state'.
, l€gislators ? :

MR. CARDENAS: ‘. | -‘ !

You are talking. about a school sponsored training program; .
I'm talking about rechanneling to the school-centered program
MR. OLSON: s ; B .

That would rnvolve a program of educating state Iegrslatora
MR. FOSTER: o ' ‘

What would happen |f the federal government were to say it
had a series of grants that it was going-to make to selected

school districts, the proviso being that they would put up half
. the money and the rest of it had to come from the state’ legisla-

-

t

?

.

-
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ture as a diversion from teacher education monies given to the
university. If you couldn’t get the state Iegislature' to move, the
federal government would 1ust say, "There is no money.”
MR. OLSON: : ’
There would be federal money that would go with the school
system and state legislature money. Is that what you are saying?
MR. FOSTER: . -
That's right. We would have to exercise our power in the
legislature 4& be able to say to them what we're saying right in
this room, ‘

MS. SiZEMORE:
In Illinois, nothing would happen.

MR. FOSTER:

If all we get is federal money and we don't convert any state '

money for this particular purpose, then we're going to go cut
of existence the minute we lose the federal funds.

MR. OLSON:
The National Science Foundation, with its science develop-
ment grants, lined up the legislators first. In~the early 1}6?'5

4.

NSF developed the notion, among many American businessinen
and in the public sector generally, that if you had a good sciénce
research center you would get indystry. Boston and a few places
proved it. Congress was sold on the notion of the “Science
Development Grant” in the -post-Sputnik era. And legislatures
bought the notion of science as a key to business expansvon

- Can we get out of this Study Commission some kind of de-
scrlptlon of what might be a sensible way of funding Office of
Education programs so they produce a permanent institutional
change? To produce such change, one has got to get major school
system money, money from state legislatures and money from the
federal government. Could one appeal to the idealism and self-
lnterest of legislative leaders so that they would see improvement
in the education of teachers and children as having at least as
much pay-off as lmprovmg sciencé& departments. '

MR. SALMON:
I'm attracted to the idea that you could show the California
legislature, for instance, that they could cut their expenses in
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half in training some teachers. .| think that would be an attractive
e ' idea. And | think then if you proved -that these teachers were in
- greater demand by the administrators and the boards of educa-
tion so that the word got back, “that’s the way to train them," |
think, even if the federal government cut funds off, then you would
continue to get money for schcol-based training. It comes back
again to the market idea. You've got to prove that teachers so °
‘educated are something more, something different, that they are
more attractive.

MR. FOSTER:

Assume that the U.S. Office were to suy to Berkeley School
District, “We'll give you a grant. What are the conditions that
you'would like placed on the grant?” | would say, “Give me a
letter which says | have a million or two million dollars condi-
ignal on (a) my getting the state superintendent to agree that :
he wll support it, (b) the legislature’s agreement that haif of the =~
funds Will go to the state college or university we sélect and half P e
e to us, and (c) the college’'s agreeing to make some '

X participants available and granting the. degree when we get
, through.” It will be that kind of collaboration that will give us
\ " the clout. That would be where | would like to start from. | could
broker somathing walking in wnh a letter showing a million dol-
lars of support.

MR. SCHWARTZ o
If we would set up centers where you would use a network
-of schools in an area and where the universities also have a
piece of the actipn, then, | :think, maybe you can begin to build !
some leverage. The notion of withdrawing all teacher education '
money from the university | don’t think is politically viable. |

MR. CARDENAS: -
The state legislators have been real good when they have _

participated in this type of thing in securing state monies and . , . -
then leaving a certain per cent that has to come from matching '

local funds. And when this happens, as far as I'm concerned, I'm ) ‘
wiped out automaucally. The school districts that have funds for I o ot
doing somethmg in the first place are the only ones that partici- . ' R
~pate g , 1
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UNITED STATES DISTRICT COURT
. WESTERN DISTRICT OF TEXAS
o . : - SAN ANTONIO DIVISION

- DEMETRIO P. RODRIQUEZ, et al X

e , X
v. . X CIVIL ACTION NO. 68-175-SA e.
. )

- SAN ANTONIO INDEPENDENT SCHOOL X ' R -
.~ * DISTRICT, et al X : T 3

Before GOLDBERG‘. Circult. Judge; SPEARS, Chief District Judge;_ and
w ROBERTS, District Judge. )
. : PER CURIAM: h

Pursuant to Rule 23, Federal Rules of Civil Procedure, plaintiffs bring
© . this action on behalf of Mexican American school children and their parents
' who llve in the Edgewood independent Sghool District, and on behalf of all
other children throughout Texas who live in school districts with low property
valuations. Jurisdiction ofythis matter Is propersynder 25 US.C. § § 1331,
1343. This Court finds merit In plairdiffs' ciaim ‘lhat the .current meinod of
state financing for public elementary and secondary education deprives thelr
class of equal protection of the laws under the Fourteenth Amendment to
the United States Constitution.’

Edgewood and six other §chool dlstrlcts ile wholly or partly within the E:lty

' of San Antonio, Texas. Five additional districts are located within rural Bexar 1
County. All of these districts and. their counterparis throughout the State are /
dependent upon federal, state, and local sources for nnancing '

> Since the federal government contributes only about ten percent of the

overall public school expenditures, most reévenue Is derived from local sources .

and from two state programs—the - Available School Fund and the Minimum N T

Foundation Program. In accordance with the Texas Constitution, the $296 ¥

. million in the Avallable School Fund for the 1970-1971 school year was

Lo allocated on a per capita basis determined by the average ‘daily attendance
within a district for the prior school year. '

3 . Costing in excess of one blllion dollars for the 1970-1871 school year, the
¥ ? Minimum Foundation Program provides grants for the costs of salaries, school
’ "7 7 maintenance and transportation. Eighty percent of the cost of this proyram is

: . : ! See Serrano v. Priest, 5 Cal. 3d. 584, 487 P. 2d 1241 (1971); and Van Dusartz v. Hatfield,
334 F. Supp. 870°(D. Minn. 1971). Setrano convincingly analyzes discussions regarding the
suspect nature of classifications based on ‘wealth, and van Dusartz points ouh’ihat ip this type -

‘ : case ‘‘lhe variations in wealth are slate greated. Thissds not the simple instancy ' W which the
( : poor man Is injured by his lack of funds. -Here the poverty is that of a«'govemMal unjt that

N . the state itseli has defined and commlssndhéd " .
' . 7 TR - S
’ ’ .- A . ] S
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financed from general State revenue with the remainder apportioned to the
school districts .In “the Local Fund Assignment.” TEX. EDUC. CODE ANN.
arts. 16. 71-16. 73 (1969). Although generally measuring the varlations In
taxpaying ability, the Economic Index .employed by the State to determine } .
each district's share of "the Local Fund Assignment” (TEX. EDUC."CODE ANN. '

arts 16. 74-16. 78) has come under increasing criticism.

To provide their 'share of the Minimum Foundation Program, to satisty
kpnded indebtedness for capital expenditures, and to finance ail expenditures
above the state minimum, local school districts are empowered within statutory

o " or constitutional limits to levy and collect ad valorem property taxes TEX.
- : CONST. art 7, § § 3, 3a; TEX. EDUC. CODE ANN. art. 20.01, et seq. Similarly
additional tax levies must be approved by a majority of the property-tax-paying
volers within the individua! district, these statutory and constitutiona! provisions
require as a practical matter that ali tax revenues be expended solely within
the district in which they are collected.

it o s

A e ey

T Within this ad valorem taxatlon system lies the defect which plaintitfs chal--
lenge. This system assumes that the value of property within the various,
districts will be sufficlently equal to sustain comparable expenditures from -
one district to another. It makes education a function of the local property tax
. base. The adverse effects of this erroneous assumption have been vividly
‘ - demonstrated al trial through the testimony and exhibits adduced by plaintifts. °
In this c'clynectlon. a survey_of 110 school districts® throughout Texas dem-
\ + onstrated that while the ten districts with a market value of taxable property {
per pupll above $100,000 enjoyed an equalized tax rate per $100 of only .
thirty-one centg, the poorest four districts, with less than $10,000 In property '
per pupil, were burdened with a rate of seventy cents. Nevertheless, the low
rate of the rich districts ylelded onl)7 $60 per pupll. As might be expected,
those districts ‘most rich in property also have the highest median family
income and the lowest percentage of minority pupils, while the poor property
districts are poor in income ‘and predominantly minority in comprsitlon."

Data for 1967-1968 show that the seven San Antonio school districts follow

S the statewide pattern. Market value of property per student varied from a low

’ of $5,429 in Edgewood, to a high of $45,095 in Alarho_Heights~ Accordingly,

' taxes as a per cent of the property’'s markbt value were the highest in Edge-

wood and the lowest In Alamo Helghts. Despite its high rate Edgewood pro-

et duced a meager twenty-one dollars per pupil from local ad valor taxes, while
the lower rate of Alamo Helghts provided $307 per pupil.

Nor does State financial assistance serve to equalize these great disparities.
. Funds provided from the combined local-state system of financing in 1967-1968

o, ——— . \ f . )
B ¢ The total ‘number of districts in the state is approximately 1200. |

* Olaintiffs’ Exhibit VII1 shows 1960 median family income of $5,900 in the top ten districts
and $3,325 in the bottom four. The rich districts had eight per cent minority pupils while the ‘
pGor aistricts were seventy-nine per cent minority. - . ‘
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ranged from $231 per pupil in Edgewood Jo-$543 per pupil in Alamo Helghts.
effect that the current system tends to
subsidize the rich at the expghse of the poor, rather -than the other way
around. Any nilld equalizing gflects that state aid may have do not benefit
the poorest districts.

.
For poor school districts edicational financing In Texas Is, thus, a tax

+ more, spend less system. The constitutional and statutory framework employed

. by the State in providing education draws distinction between groups of citi-

zens depending upon.the wealth of the district in’ which they live. Defendants
urge this Court to find that there is a reasonable or rational relationship
between these distinctions or classifications and a legltimate state purpose.
This rationai pasis text is normally applied by the courts in reviewing state
commerclal or economic regulation. See, e.g., McGowan v. Maryland, 366 U.S.
420 (1961); Willlamson v. Lee Optical of Oklahoma, 348 U.S. 483 (1955). More
than mere rationality is required, however, to maintain a state classification
which affects a “fundamental interest,” or whlch is based upon wealth. Here
both factors are involved.

These two characteristics of state classification, in the financing of public
education, wére recognized in Hargrave v. McKinney, 413 F. 2d 320 324 (5th
Cir. 1969), on remand, Hargrave v. Kirk, 313 F. Supp. 944 (M.D. Fla. 1970),
vacated on other*grounds sub nom., Askew v. Hargrave, 401 U.S. 476 (1971).
Among the authorities relied upon to support the Hargrave conclusion “that
lines drawn on wealth are suspect'' is Harper v, Virginia Bd. ol Elections, 383
U.S. 663, 668 (1965).' In striking down a poll tax requirement because of the

possible effect upon indigent voting, the Supreme Court concluded that “(l)ines -

_drawn on the basis of wealth or property, like those of race. . .are traditlonally

.

disfavored. . . . To introduce wealth or payment of a fee as a measure of a
voter’s qualifications is lo introduce a capricious or irrelevant factor." Llikewise
McDonald v. Bd. of Elections Comm'rs of Chicago, 394 U.S. 802, 807 (1969),
noted that "a careful examination on our part is especially warranted where
lines are drawn on the basis of wealth. . . which would independently render

- a classification highly sugpect and thereby demand a more exacting judicial
: scrutiny.”

Further justification for the very demanding test which this Court applies
to defendants' classification Is the very great significancé of education to the
individual. The crucial nature of education for the citizenry lies at the heart
of almost twenty years of school desegregation litigation. The oft repeated
declaration of Brown v Bd. of Education, 347 U.S. 483, 493 (1954), continues
to ring true:

Tod.ay,'edut':ation is perhaps the most important function of state
and 'local governments. Compulsory schoo! attendance laws and the

¢ In addition, the court relied upon Douglas v. California, 372 U.S. 353 (1963), and évlﬂln V.
llinols, 351 U.S. 12 (1956), which sre decisions invalidating state taws that. discriminated
against criminal defendants because of their poverty.
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great expewditures for education both demonstrate our recegnition

of the importance of education to our democratic society. It is required
in the performance of our most basic public responsibilities, even
service in the armed forces. It is the very foundation of good citizens
Today it Is a principal instrument in- awakening the child to cultur
values, in preparing him for later professional training, and in helping hi

Q
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fo .adjust normatly to his environment. in these days, it is doubtful that

any child may reasonably be expected to succeed in life if he Ts denied] —

the opportunity of an education. Such an opportunity, where the state
has undertaken to provide it, is a right which must be made available,
to all on equal terms. . _ h

Because of the grave significance of education both to the indjvidual and
to our society, the defendants must demonstrate a compelling state Interest
that is promoted by the current classifications created under the financing
scheme.

Defendants insist that the Court it bound by the opinions in Mclinnis *v.
Shapiro, 293, F. Supp. 327 (N.D, Ili. 1922), aff'd mem. sub nom., 394 U.S. 322
(1969); and Burrus v. Wilkerson, 310 F. Supp.-572 (W.D. Va. 1969), affd mem.

'sub nom, 397 U.S. 44 (1970). However, we disagree

The development of judicially manageable standards Is imperatlve when
reviewing the-complexities of a state educational financing scheme. Plaintiffs
in Mcinnis souqht to require that educational expenditures in lliinois be made
solely on the basls of the "puplis’ educatinnal needs.” Defining and "applying
the nebulous concept "educational needs” would have Involved the court
In the type of endless research and evaluation for which the judiclary is il
sulted.” Accordingly, the court refused the claim that the equal protection
clause of the Foucteenth Amendment demands such [an] unworkable standard.
The subsequent affirmance, without oplﬁlon, by the Supreme Court would not, in
6yr opinion, bar consideration of plaintiffs’ claim that lines in Texas have been
drawn on the basis of wealth. The same situation prevails with respect to
Burrus where the Court, in referring fo the “varying needs' of the students,
found the circuristances "scarcely distinguishable* from Mcl/nnis.

In the Instant case plaintlffs have not advocated that educational expeé—
tures be equal for each child. Rather, they have recommended the application
of the principle of "fiscal neutraiity.” Briefly summarized, this standard requlires
that the quality of public education may not be a function of wealth, other
than the wealth of the state as a whole. Unlike the measure offered in Mcinnis,
this proposal does not Involve the Court In the infticacles of affirmatively
requiring that expenditures be made in a certain manner or amount. On the

contrary, the state may adopt the financial scheme desired so long as the .

varlatlons in wealth among the governmentally chosen units do not affect
spending for the education of any child.

® Indeed, it is difficult to, see how the defendaris reach a conirary conciusion since even
Mcinnis plaintiffs did not request precisely equal expenditures per chiid.
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Considered" agalnst this principle .of “fiscal neutrality,” defendants’ argu-
mepts for the present system are rendered insubstantial. Not only are de-
feéndants unable to demonstrate compelling state interests for their classifica-
tions based upon wealth, they fail even to establish a reasonable basis for
these classifications. They urge the advantages of the present system Ip grant-
ing decision-making power to individual districts, and in permitting local

._parents to determine how much they desire to spend on their child-en's school-

Q
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ing. However. they lose sight of the 13t that the state has, in truth and in fact,
limited the choice of financing by guaranteeing that "‘some districts will spend
low (with high taxes) while others will spend high (with low taxes)."®* Hence,
the present system does not serve to promote one of the very interests which

. defendants assert. .

. " Indicative of the character of defandants' other arguments is the statement

that plaintiffs are calling for "socialized education.”” Education like the postal
service has been socialized, or publicly financed and operated, almost from
its origin. The type of socialized education, not the question of its existencs,
is the only matter currently in dispute. One final contention of the defendants
however calls::i.r.“;wther ahalysis. In essence, they argue that the state may
discriminate :: desires so long as federal financing equalizes the differ-
ences. Initially, the Court nptes that plaintiffs have successfully coritroverted
the contention that federal funds do in fact compensate for state discrimina-
tion. More Importantly, defendants have not adequately explained why the
acls of other governmental units shbuld excuse them from the discriminatory
consequences of state law. Hobson v. Hansen, supra, 269 F. Supp at 496,
countered defendaNs® view by finding that the federal aid to education statutes

. .are manifestly intended to provide\extraordinary services at the -
slum schools, not Jmerely to compensate for inequalities produced by
local school boards in favor of their middle-income schools. Thus,
they cannot be regarded’as curing any jnequalities for which the Board
isotherwise respdnsible. * o

Since they were designed orimarily to meet special needs in disadvantaged
schools, these funds cannot be employed as a substitute for state ald without
violating the Congressional will. Further support for this view is offered by a
series of decisions prohibiting deductions from state aid for districts receiving

% As the Court said in van Dusartz v. Halfield, supra note 1: '‘By Its own sgcts, the Stdte
has indicated that it is not primarily interested in Jocal choice In school matters. In fact,
rather than reposing in each school district the .economic power o fix its own level or per
pupil expenditure, the State has so arranged the structure as to guarantee that some districts
will spend fow (with high taxes) while others will spend high (with low taxes). To promote
such an =rratic dispersal of privilege and turden on a theory of local control of spending
would be quite impossible.”

7 Plaintifts’ Exhibit 8, Table X, indicates that while Edgewood receives the highest federal
revenues per pupil ol any district In San Antonio, $108, and Alamo Heights, the lowest, $36,

" the former still has the lowesl combined local-state-federal revenues per pupil, $356, and the

latter the "highesl, $594,
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“lmpacted areas” aid." Performance of its constitutional obligations must bs
judged by the state's own behavior, not by the actions of the federal government

g While defendants are correct in their suggestton that this Court cannot act
. as a ‘'super-legislature,” the judiclary can always determine that an act of
the legislature is violative of the Constitution. Having determined that the

current system of financing public education in Texas discriminates on the

. : basis of wealth by permitting cltizen;z’ of affluent districts to provide a higher
: quality education for their children, while paying lower taxes, this Court con-

cludes, as a matter of law, that the plaintiffs have been denied equal protection

. of the laws under the Fourteenth Amendment to the United States Constitution
by the operation of Article 7, § 3 of the Texas Constitution and the sections of
the Education Code relating to the financing of education, including the
Minimum Foundation Program. -

)

Now .it is incumbent upon the defendants and the Texas Legislature to
determine what new form of financing should be utilized to support public
education.® The selection may be made from a wide variety of financing plans
so long as the program adopted does not make the quality of public education
a function of wealth other than the wealth of the state as a whole.

Accordingly, IT IS ORDERED that:

(1) The defendants and each of them be preliminarily and permanenily re-
strained and enjoined from giving. any force”and effect to said Article 7, § 3 -

" of the Texas Constitution, and the sections of the Texas Education Code
relating to the financing of education, including the Minimum Foundation
Sci;nol Program Act (Ch. 16), and that defendants, the Commissioner.of Edu-
catiun anh the members of the State Board of Education, and each of them,
be ordered to reallocate the funds available for financial support of the school
system, including, without fimitation, funds dérived from taxation of real prop-
erty by school districts, and to otherwise restructure the financial system In
such a manner as n&t to violate the equal protection provlstons of both the
United States and Texas Constitutions; L

-(2) The mandate In this .case shall be stayed, and this Court shall retain
* Jurisdiction In this action fér-a.period of two years in order fo afford the

"These cases have heid that the statute clearly provides that the ald is intended as special
sssistance to local educational egencies, and that to parmit & reduction In state ald would
violate the Congressional intent.

?0On Odtober 15, 1989 this Court indicated its awareness of the fact that the Loqlllntuu
of Texes, on its own Initiative, had euthorized the appointment of & committes to study the
pubiic school system of Texas and to recommend “a specific formula or formulas to establish
8 fair and equitable basis for the division of the fi ial ponsibility bet: ' the Stats
and the various school districts of Texas'. it was then felt thet ampie time remained for the
committee to “explore all facets and all possibilities in relation to the rrob.em frea,’” In
order for eppropriste iegisiation to be enacted not later than the adjournment of the 62nd
Legisliature and since the legisiature eppeared ready to grapple with the problems involved,
the trial of this case was held in asbeyance pending further developments. Unforfunately,
however, 10 action was taken during the 62nd Session which has edjourned. Hopefully, the
‘Governor will see fit to submit this matter to one or more specisl sessions 80 that members
of the legisiature can give these complex and compliicated problems their undivided attention.
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" defendants and the Legislature an Opportunlt)} to take all steps reasonably

feasible to make the school system comply with the applicable law; and
without limiting the generality of the foregoing, to reallocate the schoo! funds,
and to otherwise restructure the taxing and financing system so that the edu-

cational opportunities afforded the children attending Edgewood Independent

School District, and the other children of-the State of Texas, are. not made a
function of wealth, other than the wealth of the State as a whole, as required

by theé equal profection clause of the Fourteenth Améndment to the United

States Constitution.

B .

(3) Our holdlng that the plaintiffs have been denied equal protection of the
taws under the Fourteenth Amendment to the United States Constitution by
the operation of Article 7, 3 of the Texas Constitution, and the sections of the
Texas Education Code relgting to the financing of education, including the
Minimum Foundation Program, shall have prospective appiication only, and

shall not become effective until after the explration of two years from December .

23, 1971. This order shall in no way affect the validity, incontestibility, obligation
to pay, sourt 3 of payment or enforceability of any presently outstanding bond,

" note or other security Issued, or contractual obligation incurred by a school

district in Texas for public schoo! purposes, nor the validity or enforceability of
any tax or other source of payment of any such bond, note, security or obliga-
tion; nor shall this judgment in any way afféct the validity, incontestibility,
obligation of payment, source of payment or enforceability of any bond, note
or other security to be issued and delivered, or contrac.ual obligation incurred
by Texas school districts, for authorized purposes, during the period of two
years from December 23, 1971, nor shall the validity or enforceability of any
tax or other source of payment for any such bond, note or other security issued
and delivered, or any contractual -obligation incurred during such two year
period be affected hereby; it being the intention of this Court that this judg-
ment -shouid be construed in such a way gs to permit an orderly transition
during said two year period from an urconstitutional to a constitutional system
of school financing. .

(4) The Court retains jurisdiction of this action to take such further steps.as
ray be necessary to implement both the purpose and spirit of this order, in

the event the Legislature fails to act within the time stated, but, as we under-

stand the law, this constitutes no impediment with respect to the finality of this
judgment for the purpose of appeal, and none is intended. See Swann v.
Adams, 385 U.S. 440, 87 S. Ct, 569, 17 L. Ed. 2d 501 (1967); 263 F. Supp. 225
(S. D. Fla. 1967); Reynolds v. Sims, 377 U.S. 533, 84 S. Ct. 1362, 12 L. Ed. 2d
506 (1964); Gunn v. University Commitiee to End War in Viet Nam, 399 U.S. 383,
90 S. Ct. 2013, 26 L;Ed 2d 684 (1970); and Klahr v. Goddard, 254 F. Supp.
997 (D. Ariz. 1966). Needless to say. we hope that no fuither action by this

Court will be necessary. K
: 7 {
As cla ified January 26, 1972 )
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Developmental Fundmg o
o ) Lewis N, Pino' ' C A

if the times arn as serious as | believe they are, a case can be made that,
the short-term tralning grants and contracts which the United States Office of .
. Education likes so much may be diverting the attention of many facuities ‘ »
around the’ country” from’ dealing’ with-the-teal-issues-of-the-day.—One-can-be ——
pretty content if the Teacher Corps project op campus Is going smoothly, ‘
even though at the same time and largely in the same halls an antiquated,
. ’ grossly imperfect—and, yes, even racist—pre-service program is pouring out
teachers who must be “retrained” within a few years. Even the use .of the

word '‘retraining” illystrates insensitivity to the reai problems.

! ] Consider the various forms of funding available in recent years through
: . USOE for the upgrading of in-service teachers. Initiaily, under Nationai Defense -
Education Act, pserles of institutes were funded under tight contractual con-
. i ditions. The institute formats were designed largely by the Office of Education
staff with not only tight fiscai controi but control of content and approach.
) There was, in fact, no room for confusion or creativity since the Office of Educa-
' tion ran the program. People were purchased “to train and to be trained.” ’

Stgnificantiy, the impact on the institutions of higher educatior was minimal o N
or negative. i know of severai cases where faculty people who opted to run
these institutes for several years were informed by their departments that this .
activity was only marginally important in making determinations of promotion '
and tenure The institutes were offered and funded so as to'almost ensure that . ..
they did nit become part of the fabric of the host institution. ) ; .

. Sliimiar programs at the National Science Foundation, which date back to
the early fifties, whiie purchasing in-service training (and presum;&y develop- . ) "
mental changes) under grants to colieges and universities, have produced

~ ' only minimal changes in the way pre-service teachers are trained. Lots of

money has gone into activities of this sort in an effort to improve pre-college

. i teaching in this country. A good many teachers have been upgraded, but a n

* significant number of them have moved from positions as well-qualified high : '
schooi teachers ' those of mediocre community coliege teachers.

If one looks at the impact of those programs on teacher education at the
pre-sefvice level—and NSF has fooked hard at this—one finds that significant
changes have not occ.Jrred and were not likely to occur, for a variety of reasons.
The primary problem is simple.. if you fund a program of this sort on a short-
term basis and you concentrate primariiy on the training of in-service teachers,
you don't really have a right to expect very much change in the way pre-service

~programs are operated. No major change will be made uniess the funding
agencies insist that the current condition of the pre-service program at the
’ . institution seeking funds will be a prime factor ih the decision to support or

NN

<

mPlno is Director of Research and Instructional Services and Professor 6{ Chems

istry at Oakland Unlversity, Rochester, Michigan. He is presently conducting a study on Funding ,

. Recommendations for the Study Commission on Undergraduate Education .and the Education N

- ' of Teachers. .
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not support an in-service project. | would opt for the more direct approach
with USOE oln;ring real developmental funding.
] o .

What seems to be needed is an approach which encourages colleges,
universities and schoo! sygtems to seek realistic, long-term solutions to their
common problems. The role of the federal government should be that of
facilitator and suppiier of seed money rather than that of stern contract monitor
with_stop-watch and.balance sheet in hand. In the ideal situation, .after carefu!
review of the firm plans of a university or college and its area school systems,
USOE makes an award which provides developmental funding for a period
of three to five years, in the clear expectation that progress wiil be made
toward defined goals and that. the funds required for continued operation of
the program would be available, from stable, largely local, sources upon expira-
tion of the grant,

.

»

An Office of Educatlon"(or a Foundation or !nstitute) developmental program
might operate as follows: Normalily, no pianning grants would be made, in
the expectation that local funding, if needed, would be available for planning;
however, once a university or college and the school districts in Its normal
radius of concern (perhaps a 30-mile radius from the campus in the East,
50 miles or more in the Rocky Mountdin area, and so on) have made firm and
sound plans for a coordinated improvement of, say, pre-service teacher ‘edu-
cation, the U.S. Office of Education would be asked to Cnpslder developmental
funding, with such funding normally not to exceed, perhaps, $800,000 over a
three-year period. What would be submitted by the school and colliege group
would not be a proposal in the usual sense but rather a detailed performance
agreement delineating’ the anticipated outcomes in operational terms, the
developmental steps to be laken daring the first years of the program, the '
expected developmental costs, and a plan for continued funding at the end ,
of the period of USOE support. -

This sort of developmental approach has great appeal to many-in the federal
agencies. In. addition {o some obvious advantages, it allows, over time, very:
good geographical dislribution of funds and It fesolves, by avolding It, the
difficult prublem of comparing new proposa!s with renewal requests. Further,
by encouraging a variety .of groups to propose sclutions to major problems,
one has thy npportunity to test one approach against another and to disseminate
the res'ifts widely. ‘ : '

Such 'a program is'not common/i‘zhe U.S. Office qf Education, although it
does exist. However, it is in use in other parts of HEW, a§ well as other agencies,
including NSF and the Endowment for the Humanities. The pattern commonly
Is for awards to be made on a hon-renewable basis, with no indirect c
provided. Indirect costs are however recognized as a part of institutional con-
tribution to the operation of the program during the period of grant-and in
the post-grant time. . -

Developmental proposals of this kind and of this magnitude may be re-
viewed by panels assembled In some central city. Howover, if the volume of
proposals is not too great, evaluation may be based on something like a North
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Centra\vismng team assessment. The team, which may consist of two con-
sultants*who are expert in their fields and one staft member from USOE, would
spend perhaps two or three days on site, conferring with all those who are
parties to the proposal, including the faculty and administration of the college
or university and the statf of cooperating schools. This sort of evaluation can
be justitied not only In terms of the number of dollars to be™granted but also
in terms of the non-renewable nature of the grants. In many instafces, a careful,
on-site study will resuit in some rather major improvemgnts tojthe proposal,
while al the same time serving to keep the USOE st uch more fully
informed on the strengths and the concerns of the profession.

The approach outlined above is most powerful when the cholce of elements
to be improved is left to the proposers. The ends sought by the funding agency
must be stated in the most generai terms, since no group—even in Washington—
Is capable of anticipating either the set of problems to be selected or the
approaches which will be proposed. The important elements to be sought are
careful local pianning for |mprovement prior to a grant, informed handling of
the program during the grant period, and fullest cpoperation between the local
concerned parties in operatlon, administration, and funding during the post-
grant years. Let me illustrate the approach which might be’ taken by h\ irly
typical array consisting of a college and its co-operating. schools. (

An agreement might be reached that the most pressing need is an adequate
supply of well qualified new recruits moving into the schoois from the colieges
and univergjties. These new teachers need_not only appropriale undergraduate
and graduate preparation of high quality but amotional and intellectual support
during the first three to five years of classroom work. Improved retention rates
for new teachers could do much to raise the caliber of the profession, es-
pecially If the eviderice supports our suspicions that the most alert new teachers
are among the most likely to deserf. - -

Let us make certain assumptions. First of all, most university-based in-
service tralning programs for new classroom teachets-have drawn heavily’ on
national pools 'of prospective registrants; as a consequence, the university
operating such a program does not have to deal,”in any primary sense, with
the deficlencies of its own graduates. One plank of our proposal might stipu-
‘late that the coliege or university will assume responsibility for the early post-
graduate education of those of its own baccalaureates who are selected fcr:
teaching posts in the cooperating schools.- In this way, a feedback loop is to
bt.a" established, which will make very clear to concerned faculty the strengths
and weaknesses of its own graduates certified to teach at the elementary and
secondary level. Voilal A system for se|f-renewa| of a pre-service teacher
education program.

‘Suppose we posit further that the Intensive practice teaching unit now com-
monly required in e|ementary and secdndary ed programs, at the undetgraduate
level can be moved Into the immediate post-baccalaureate period, with this
training function becoming the joint responsibility of the coliege and the school
systems. The teacher could be employed during his or her first year on an

2 .
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, emergency or probaiionary certificate, with full certification 'not ‘coming until
satisfactory classroom performance has been demonstrated.

Immediately a couple of things happen. A bldck of time Is created in the
4 undergraduate program which provides a major opportuprty to restructure the
entire undergraduate program for the prospective teacher; | am sure that the .
: schools and the State Departments of Education could rk out any problems
in Certification created by this, move.

By concentrating on the new entrants into the fleld one neeéd not ne-
cassarily cut back 'on or stop programs for experienced teachers. However,
this appfoach does retognize the fact that faculty turn-over rates at the pre-
college leve! normally are in the range of ten_to twenty per cent per year, so
that fairly substantial changes can be expected in the composition of typical
pre-college faculty groups over a span of, say, five to ten years. Improving the .

. preparation and retention of new entrants thus can have a substantial Impact :
In a relatively short time.

"« There are obviously ‘many implications of this sort” of approach. | won't o .
try to uncover them all, but one should be emphasized if the present practice ’
teaching approach -is replaced by an |nternship year immediately following
graduation, one automatically gains an advantage of being able to recruit )
into teaching those students who made decisions late in their undergraduate » o ' *
careers to consider elementary and secondary teaching—specifically, one could v f '
at this time find some students who have completed, say, fill Undergraduate -
majors in the sciences and engineering who would be eminently well quaiified |
by virtue of preparation and, hopefully, personality to instruct pre-college »
students.” Obviously, in nearly all cases, these students -have no! had time 4
to earn many ‘professional credits toward certmcation ’ . v 1 Y

. Secondly, by giving recent college graduates at least a full year of intern- - - : o
ship, with ail, of the emotional and intellectual support that they will certainly ; ’
need, one should be gble to increase the rate of retention and the, confidence . : - .

. with which one can"assess the performance of these new recruits. Permanent
certification, based upon hard-headed appraisal of performance, should assist |
greatly in ralsing the level of the. teachlng professron . $ L ! °

.
RS

| see no reason why three-year non-renewable awards of this kind, funded - 4
complelelg at the time of granting, can't increase the impact of JJSOE funds 1 o
tremendously, as well as_ass.sting the staff at USOE in identifying those In- 3
stitutions really concerned with improving their own capabilities to deal With 1
the mounting pioblems o; the day. Call this approach simpiistic, if you will; '. . -

I prefer to cail it elegant and more effective than the training route. The point, i [
of course, is that this approach requires much more effort on the part of the- '
staff of the college or university. The stakes are bigger, the odds are tougher, r o
and the game is serious. If you lose, you not only don't get the funding but }
| ycu have td explain 1¢ several constituencies why you didn't win. Short term ; '
{ projects comic and go withoui much notice from the Provost or the President, . ; . N
L - tut win or lose a deveiopmental grant and your department or school will be E .
! o . recognized, . ; ¥
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groups that aren't being served; the commynity and the students themselves
have to apply the needed leverage. In.order for this to happen there needs to

agement system would also have to be created which would protect the reform
v process in institutions of higher education and the schools.

Lo = The New Rochelle School District is not.umyplcal of school districts facing

: serious cutbacks in funding. it may, however, be unique in ils approach to the

. problfem. n an effort to provide quality education on a reduced budget the

1 : Lt school districtyinitiated a plan to.involve the community in a redesign program

. can continue to provide high qualny ducational seryices economicall
&

v . Rochelle plan is that the process of “budget cutling’ and of re-education of

. ' teachers and reassignipg roles are all rather closely related. This logic- for
v cutling budgets may have a ‘bearing on saving money at the undergraduate

. . level of teacher preparation. The ®reation of school-based undergraduate. edy-

\ N . cation perhaps ought to emphasize that the teacher or teacher-to-be—not the
back-Up person or the admiNistrative staff *curriculum specialist's-has to have
the specific skills. )

<

If change is gbing to occur it has to come from pressure exerted by interest

N “.  be clarification of social realities and disserfination of that information. A man-

which met the educational priorities as defined by the community. The ‘re; . '
4 design program presented here is suggestive of how a reallocation o {mopey .

It may also be appropriate to consider this type of plan in reallocating '
finances in systems of higher education. What is interesting about the New,
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“It you, all of a sudden, enfranchise 18, 19 and 20-year-old citizens,
you have put three years of the largest numbers of people in a voling
age ‘bracket. This mechanism could revolutionize the attitude towards
schools and school issues all over the country. . . . They have become
conscious of quality education; they will support bond issues. | would
have passed my bond issues hands down it 1 could have had those 18,
19 and 20-year-old kids working in"the last two years. 1 didn't. .1 had
a burich -of guys over 65 that were killing me,”

—Paui Salmon, see p. 144,

MR ‘OLSON:
Let us say that we begin with the.notion that supermtendents

and principals and central administrative staffs of schools are
the problem

MR. SALMON:

That's part of it. And, your ossified teachers are a part of it,
and your communities.

MR. FOSTER:

The thing that keeps me growing is w gts happening to
denied people in America. My cabinet staff 'is composed of
Blacks, Chicanos and whites in high-powered positions; they
keep re-educating me as to where the things are changing. If |
didn’'t have those people intimately in the capitol re-educating
me, | don't think | could make it. | can’t have Barbara Sizemore
just come in once in awhile, and | say, “Here, I've got to live
with her.”” | have got to hear it every day. Unless there is that
growing at every division in the upper echelons—at the assistant
superintendent level, ,at the director’s level—I| don't think super-

intendents can keep up with the kinds of changes that are taking
place.

MR. BENTON:

You must also feel your own ablhty to change with them; you
have to have enough confidence to say that you can move beyond
your. present set of experiences and skills and can make that
change. When the challenge comes, you have to be able to move
with it. One of the basic problems is that the people who are
locked into positions, ‘and their accompanymg behaviors, have
difficulty admitting that the thmg on “the other side” isn't so
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The University Can't Train Teachers - : >

dangerous. It’s also exciting to you and you want to move with

thdt. They see the danger as being something that's going to
wipe them out. .

o

MR. SCHWARTZ: , ‘ ™

. ~ Until we can get to the point Wwhere it is in the system’s sell- L
' : interest and perceived as in its sell-interest to define success in

terms of success with groups that have, heretofore, been shut
out, nothing much is going to happen. in-other'words, there has
to be that constant pressure from the people who aren’t being
served. | really despair ‘of any model that depends on the self-
interest of those people who currently have power. Until we,can
get to the point where city superintendents see their survival
and power base as being dependent on the poor and the excluded,
~we won't be able to begin to do business with the kind of teacher
that Vito Perrone is training.! In terms of teacher training, you
can't wait until the superintendents have changed. Part of the ¢
training of teachers has to be in effect, guerilla training—not ‘
simply how you ideally educate kids who haven't been well served ;
by the schools, but how they survive in the system, and how you !
keep on fighting. I you want to look at Adams as a sort of model
and you ask why we have, in part, been blown out of the water,
it is because, frankly, we haven't built a strong enough base of
community support. That's a reflection on our tack of skills in
community orgariizing; itis in part also a reflection on the nature
of the community that we have. Portland is.a place that's very
complacent; there is a small and relatively powerless Black com- -
munity. So far, there isn't any overwhelming pressure for change.
We at Adams have been trying to create pressure for change.
We haven't been able to bring people along with us.

it is unrealistic to look to the professions to create the pres-
sure for change. The community is really going to have to do

that. Teachers are going to have to work directly with the com-
munity 4o do that. .

'For a description of this program (New School. of Behavioral Studies In :
Education, University of North Dakela) see “The New School” by:Vilo Perrone -
. and Warren Strandberg in Education for 1984 and After, a Study Commission '
document published in January, 1972, ' !
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MS. SIZEMORE: ,
“In Wood!awn our failure ‘to -disseminate certain sets of mfor-

“mation to the comfnumty so that the community would have

alternatives to discuss and organize itself hurt 1:s. The teachers
did not work - with the community. They left that entirely to the
community component of the Woodlawn Experimental Schools
Project District.

MR. FOSTER: ' ' .

Let's assume that Bob Schwartz's description of Portland is
correct. What's going to be the mechanism in an institution that
wants to preserve itself, whereby the dissemination of information
is going to affect that kind of change. It isn't going to come from
the institution. It isn't going to come from the Blatk community.
It isn't going to come from the white .community. Where is that
force in Portland? Adams may have had trouble because it didn't
get “all of the power" which it obviously couldn't do; the real
power above it allowed it to be there only to the extent that it

served the interests of the district. If it came to the place that |

the board and superintendent ‘found that Adams was going to
ruin bond issues or-tax issues, or if they needed Adams as scape-

goat for their problems, they might find it to be a convenient goat..
What sort of dissemination is going to educate Portland? Portland

State isn't going to. They are going to isolate Adams. | don't
have any faith in the decentrahzanon modeél that's being created:
It ignores real power issues. A :

4

MR ~,SCHWARTZ

The Iever@e for change in high schools is coming from klds
Adams is a schoo! that kids like, by and large. The school puts
a great deal of emphasis on kids having more freedom than they
have had in most other schools. This has brought a kind of
anti-kids backlash, parallel to a backlash across the country. The
question comes up; at what pointdo kids acquire enough political
clout to be able to really fight off that anti-kid backlash?

MR. SALMON:

A part of itis going to come with a change in the vote. | think
if you look at the makeup of American society right now, they

3.
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had more 17-year-olds than the year before, and every year
since 1953 they have had more people in that age bracket than
any other age bracket. If you, all of a sudden, enfranchise 18,
19 and 20-year-old citizens, you have put three years of the largest
. numbers of people in a voting age bracket. This mechanism could
revolutionize the attitude towards schools and school issues all
over the country, if it's properly developed within the school set-
ting. If these kids have opportunitiss (as they have had in Adams
or have made in.Sacramento High School) where they bécame
conscious of quality education, they will support bond issues.

I would have passed my bond issu¢s hands down if | could have .

had those 18, 19 and 20-year-old kids working in the‘last two,

years. | didn't. | had a bunch of guys over 65 that were killing
me. Place within your schools a real emphasis on the school as
a social institution and what it has todo. In the few years before
kids become enfranchised, give them an opportunity to work on
real political problems. That much can be done.

MR. SCHWARTZ:

There is going to be resistance from the adult community. Our
situation, in relation to Black communities, may be unique, for
although our school population is one fourth Black, the Black
community represents cnly 8 per cent of the total Portland popu-
lation and probably less than 8 per cent of the voting population.
To the degree that we talk publicly about creating a school that
works* for Black kids and consciously pay attention to that goal,
we increase the amount of community hostility toward us. There
isn't a strong enough base within,the Black community in Portland

to begin to taplk about community control.

e outline what seems to me a promising strategy. One
_notion that seems to be in the air is the notion of the importance
of a good analysis of the market and a good distribution of the
analysis. If an illumination of the magKet and a clarification as to
which places offer training which would fulfill community need
were made available to school systems and the community it

would be helpful. Some communities are coming to some self- .
consciousness, but they still don't know where to go to get a

decent teacher for the community.
144 /“
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A : The university — the undergraduate institution —becomes &

center for action and dissemination. Some kind of alliance be-
tween the community and the university could be formed as a
way of using the university to provide information for the com-
munity so that it could have a decent effect on the schools. |
hear you saying that one might wish not to use the university any

. more as a training center. The school system becomes the train-
ing center. The third thing | have heard you say is that school-
based undergraduate training would require the identification of
operations where the community has a sufficient power base so
| that it could get effective teachers and create liaisons between
the community, the school system and higher education which
were responsive to the community. | don’t know many places of
that sort. The Navajo may be getting to that through Rough Rock.

The fourth idea is the notion of developing targeted education
for teacherd. You tell X institution, “Target your teacher training.
The teachers are going to be placed on the Sioux reservation; so
and so much money will come into your institution to do targeted
teacher training; we will no longer support the general program

" which floods the market with teachers that aren't needed.” Con-
ceivably, you could get the superintendents’ association working
with the Urban League and the United Farm Workers Organization
and the United Negro Schuiarship Fund to create a study of
what’s going on in the education of teachers which would be a

- - : kind of symbol of a new kind of coalition and sufficient to change
‘ ' the name of the game. Could such a group create a study of the

education of teachers which would point the finger back to the
responsible people’and systems and give them strategy? If there
is something wrong with what's going on in the education of
teachers in higher education, a hell of a lot has to be wrong in
the schools. The schools furnish the pra/:ticum sites. -

MR. CARDENAS: . :
Any good school-basad program might have to eliminate mid-
. * management personnel. We eliminated it. | have a summer train-
"ing institute with no principal and no director. The teams of
teachers are doing all »f the planning and implementing.

.
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MR. SALMON:

That's right in line with the current interest of NEA to eliminate
all middle management and the principal.

MR. SPILLANE:
Collegiality.

MR. FOSTER:

Just one comment. Dave Smnh has done a study of 250 com-
munes in the Bay area. And cne of the characteristics of com-
munes that survive is they put together some kind of administra-
tion. Our experience with our alternative schools is that they all
want to start loose; we want to break away from the system; we
don't want to have any ¢rganization, and so on. And then about
three or six months later they are back in saying, ‘“God, you’ve
got to help us put something here, because we are killing each
other, and we are wasting time, and teachers are using time and
nobody is responsible. What the hell are we going to do?” How
can we get the necessary balance?

MR. CARDENAS: . .

That’s a real tricky one. Of course, we have management for
the administrative types of things; somebody has to order the
food for the cafeteria and somebody has to fill out the requisition
forms for instructional supplles and so forth. But it is real tricky
to have gone both ways We have gone to the point where there

" has been an absolute lack of organization. On the other hand,

we have had cases in which bringing in an administrator in order

to make arrangements for a field trip has resulted in an autocratic
situation.

MR. SALMON:

It seems to me that when you Iook at the way a Iarge number
of humans work together that there are three ingredients that
you have to have: (1) you have to have a program, (2) you have
got to have commitment, and (3) you have to have some authority
for coordination. Now, if you are missing any of those things, it
doesn’t fly. You can have a program and no commitment and
authority, and it won't fly; or you can have commitment and
authority and no program and it won't fly.
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MS. SIZEMORE: © & ,/)

The most important thing in the responses | get-to my inter-

- views with people that | have been conducting for my dissertation

on what is community control is that everybody participates in
the planning, the initiation, and the decision making of what the
policy plan in the begmmng was. This would also be true for
school-based undergraduate education. ‘Everybody wanted to be

in on that. Everybody wanted to be in on determlning whether-.
you did what you said you were going to do which is evaluate. -

Those are the crucial stages to most of the people, community,
administrators, parents, teachers ard students; “What are you
going to do? | want to have something to say about that. Did
you do it?”

MR. SALMON:

That's the critical problem of administration right now—the
administration of participation. Participation isgood ‘n small
groups and it has been possible in.the area which you talk
about. But when you are talking about overall iarge decision
making where thousands of people are involved, that's a real
management problem. How do you get participation? You can
do it out here in a decentralized way. But if you have a bureau-

.

~cracy or hierarchy, how do you get it at the central board level

in Chicago? How would you get the real parent participation in
school-based undergraduate training programs?

MR. SCHWARTZ: _ _
We found a powerful kind of tension in trying to democratize

‘policymaking as much as possible especially where the student
or the intern is just as likely to come up with a good idea or.

suggestion for policy as the principal-—in fact, maybe more likely
to do it than the principal is. We felt the need to break down
hierarchy when it comes to the development of policies, and at
the same time we found it absolutgly essential to maintain some
kind of hierarchal organization for the carrying out of policy. To
get pesple to live with this kind of schizophrenia was very diffi-
cult. Anybody who works- as an administrator in an organization
knows that just by virtue of the fact that you are working full
time on administrative problems and the teacher is not, you
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MR. OLSON:

Are we saying here that what we need would be some kind of
training package with respect to the strengths and liabilities of-
" _certaln participatory institutions and administrative styles in the
clinical schools that might. be set up?

MR. FOSTER: .
Yes. But it's damn tough.

MR. OLSON: . :

Would it be profitable for this group to meet with the Study
Commission’s deans of education group for the purpose of work-
ing on a management system which would protéct a creative
reform process in both higher education and the schools?—in
the education and placement of teachers. Right now, higher,,
education claims to educate creative teachers who ate rendered *
khaki by the schools; the schools claim to receive college-trained
people who know nothing about teaching and make thom flower.

~

MR. FOSTER: a

I would like to see the deans on that group tell us in their
judgment the five or ten best teacher training institutions in
America; | want to see what they really think is good. And then -

| want to participate in a group that goes out and takes a logk "\
at those programs.

MR. OLSON: . \ :

Perhaps we would be interested in a feedback from a select
group of school superintendents concerning what institutions
. they regard as doing a good job of teacher training. Then we
could ask the group of deans and the AACTE what their recom-
mendations would be. Whenswe get this information this group
~ could then-select a half dozen sites to look at; then either the
members of this group or people they trusted could go-around
and look at them and write a narrative.

MR. SCHWARTZ: .
That's a good question. Are theje any university-based pro-

grams that are providing good training for teachers? W
we come up With a model or a variety of models that we can™/- .
endorse? A third question is, what kind of clinical experiences
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ought to take place in schools? And can we come up ith a
variety of models that 've can accept?

| would like to get us on the record as saying at least one or
two things about the kind of undergraduate education a person
ought to have, completely independent of teacher training, it he's

going to be an effective teacher. We ought to be talking atout 3

colleges and universities that are, in fact, learning environments
and that fit the description of the kind of school which is a model
of people together trying to work out some notions about what

a community ought to be and what kind of intarzel\;%il;]ships

. there ought to be between people and what kind of relationship

that community ought to have to the outside commun

We haven’t done much of that. The concern of this evaluation
should not be how, much science should a guy have who is going
to be a science teacher, but rather, is the university a place
where the adults are models of learning, where they are engaged
in learning? Is it a place that really puts the emphasis, not on
rote memory, but, on attively engaging students with senior

peoplethat is, with professors and real problem solving, whether
“it's building a community, or whatever.

MR. OLSON: AY

One sort of operatioi, *hat might be necessary in the Study E

Commission would be to find school districts where undergradu-
ate school-based training might possibly work. One would have
to find school districts where the school format was a highly

"diversified one responding to neighborhood and to kids' needs.

The school district wculd also have to provide for extensive parent

_ training of the teacher and parent planning of the format of the

schools.
MR. FOSTER:

I'm worried about the manipuiation of this~into suburban -

training. |

MR. OLSON:
Would you exclude suburban schools where there was 75 per
cent drug usage?

1 The Study Commission is establishing a éommittee concerned with learn-
ing epvironments and ‘experimenting colleges” to look Into just this issue.
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MS. SIZEMORE: ‘
Or where th~re is 25 per cent Black?

MR. FOSTER:
.| would not exclude Evanston with 25 per cent Btack, but |
would exclude Orinda with plenty of drugs.

MR. SCHWARTZ:

. There are two premises from which we can operate. Politic-
ally. we would have an easier time getting this proposal for school-
based undergraduate training approved |f we can _say that the

. school can demonstrate that'the kind of people coming into

teaching now are not capable, because of background or training,
of helping the school meet its problems. We must also show that
the district has come up with a proposal for its own certification
program which is a good one. It seems to me that on either
account a suburb could qualify just as well.

MR. FOSTER:

| understand both sides of the coin. I' m very much concerned

~with the political nature of such a program. Beverly Hills will get

another training grant—a grant which will be another way of
excluding Blacks and Chicanos from being invoived in relevant
training. " We would be training some more whites to be m'ore
racist than they already are in a racist setup. | just don't thlnk
that method will break through where we want to go

MR: SALMON:

' I can see that we would restrict it to urban education, but it
seems to me that the problem is out there, in the small towns
the middle level cities and the rural areas, too.

---We-would-want.a. program _with a hi hasis on urban
education, but any suburban school that demonstrated by the
certain criteria that they had a unique \relevance to what was
going on“would also be considered.

MS. SIZEMORE:

| would be opposed to the plan that provided a multitude of
opportunities for the money to be channeled into all-white insti-
tutions. On the other hand, | feel that there are Blacks, Chicanos,
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in vicinities where the percentage of them is small, like 20 per

.the Kerner report and its famous statement about the problems
.of America, it seems to me that you ought to have teachers, even

- MR. FOSTER: .

~ MR. SALMON.

. all-white schools with some kind of program that develops some

@
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Indians, and other Spanish-speaking minorities located in schools

cent or, 15 per cent, who are still getting the short end of the'
stick.’ 1 would want some assistance for minority groups even in
those situations.

MR. SALMON:
It you want to look at that problem, though, and go back to

in all-white institutions, who are sensitive to the issues of racism,

Ld P

An all-white institution can't deal with race.

MR. SALMON: ) ' f
If it can't, then you have really wiped out a blg segment of
our schools.

MS. S!ZEMORE: !
Open housmg would do it, 1f you could get it.

If the Kerner report that white racism is America's greétegt-
problem is accurate; and if in the north you see more and more
segregation, then we had better figure out a way to getinto those

sensitivity to racist issues. | am not ready to buy the fact that
you can't do it.

MS. SIZEMORE:
As long as Black and Chicanos move into aII white netghbor-
hoods and get bombed,” you cant do it. .

MR. SALMON:
Okay. I'll accept that, But if you could change that pattern
so that they didn’t get bombed, you could do it.

MR. CARDENAS:

I think the point is that you were talking about a school-
centered training program, and | just can't visualize how you
would -have a school-based program to teach white teachers to
work with Black kids where there are no Black kids.

i

151

igu




o4

. i ' . /A;,
The Unlversity Can't Train Teachers |
MR. SALMON:

I’m not saying that. I'm talking about teaching white teachers
to teach white kids to be sensitive to racial issues and racial

. oppre'ssion If that can't be done, then I'm almost ready to say

there is no hope

MR. FOSTER: 4

i don't thmk one can deal with the gut levels of a relatlonship
with Black people or Chicano people or Indian people, while
they are absent, | negotiate my relationship with Barbara while
she’s here, while we're talking with each other. If | just know
Barbara as a-picture that's put on the wall each day because
she’s Black and there she is, | can't establish that kind of rela-
tionship: - -

MR. SALMON: . '
| believe, counter to your belief, that there is fertile ground to
be plowed and worked.

MR. FOSTEH i ‘
Do you know any place that's been able to? An all-white
setting designed to make Kids and their teachers-sensitive to
the institutional racism and the racism in New York can’t do any-
thing about it as long as it is all-white.

MR. SALMON:

That | don't know of such a place doesn’t mean that.there
can’t be one. Even if there are none, it doesn’t mean that there
couldn't be such a place.

MR. OLSON:’

Isn't the issue academlc’? No major funding agency is going
to put money into school-based undergraduate eddcation in
school systems that are all-whité school systems, systems where
there isn't some kind of meaningful transaction between Black
and white, Chicano and white, or whatever.
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. New Rochelles Redesign E“orfs

When funds get tlght dlstricts adopt a series of fairly standard measures

1..Class size is increased. “Instead of 28 children per class, there are 30 or 35,
At the:high school ievel, teachers meet classes slx times a day, lnstead
of five. .

7 . :

2. The number of specialists Is cut. If a district has four psychologists, it drops
two. Reading teachers, art teachers. ‘administrators, aides, and soclal
workers are others whose p/mms suddenly become expendabie. ' -

-3, Programs are droppedo rimmed. Instiumental music is eliminated. A course 4
In fourth-yéar Latin advanced-placement math is dropped from the 1 ) :
curriculum. The number of art periods for elementary schooi children Is ’ ,' K
trlmmed

-

4, Servi*es and supplies are cut. Textbooks are kept In.use an extre year. 3
Painting and other maintenance work is postponed.-Library books are not
purchased, and supplles_of penclls, paper and chalk are fimited. }

5. “Non-essential”  programs are cul. Class trips. Interscholastic athletics,
L sabbatical opportunitigs for teachers and outside travel for teachers and
administrators are eliminated or cut to the bone, Funds for consultant ‘
services are lopped from the budget. All of these steps can have the desired : ‘ T
effect of saving the district money ‘and bringing the budget in line with
avallable funds. But they have some serious drawbacks, too.

The first is that too Iittle can be saved. Only when the number of
personnel Is cut drastically can real savings come from these measures. k
But more important than the difficulty of saving enough money is what o
cuts of this type do to the school program. They not only decrease the ",j
quality of education, they actually cut the program to the point that
taxpayers are getting less educational value for each educatlonel dollar ;
v spent. The very services, people and materlals that are cut are invariably
\ those that make the difference between a standard mediocre program
and one that provides effective approaches to the learning problems of children

living in a highly technological, often polarized,.soclety.

The standard, approach to budget cutting fails in two other important waye:
First, it doesn’t get at the district's rezl finahcial problems. They are dealt
with for the moment. but they will appear again in the next year.

. Second, the educatibnal problems of the district remain unresolved, and
: as a matter of fact. become much more difficult to attack. The standard

tThe redesign effort was directed by New Rochelle Superintendent of Schools, Robert R.

Spillane, and his staff with funds provided by the Rockefeller Foundation. The efiort Included

staft planning, community participation through a series of workshops, and the development

B of a final report prepered by consuitant Paul Abramson, a former editor of SCHOOL MANAGE.
MENT Magazine. Portions of that report are quoted in this article,
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approaches to cutilng tight budgets, then, can be summarized in a few words:

inadequate, short range and educationally undesirable. If our*children's edu-
cation Is not going to be severely curmtailed during the current fiscal crisis,
othbr, more innovative approaches, must be found.

New Rochellg recognizes the inadequacies of the -standard approach to
resolving money problems. It recognizes, tQo. that it, like all districts, has
tremendous weaknesses In its present program. (For example, despite a large

apparatus to combat reading Problems,fa=huge percentage of children jn °

New Rochelle continue to read below an acceptable level) To cut down on
programs that are nof succeeding makes no.sense at all. Instead, the New

Rocheile Schools are moving to use their present fiscal proklems as an oppor-’

tunity to redesign education within the district with twn criteria firmly in mind:

1. To stay within the budget limitations "so long as those limitations
exist. ~ . ¢

» .
2. To provide a better program for children than had been provided
previously. : . ’

. L4 "‘

Such an undertaking Is far from impossible. But in order to get more for
less, It is necessary to take some palnful steps. The district must concede its
budget problems (there is no point in arguing that it should not-be so); it must
be willing to rethink established programs; and, most of all, it must concentrate
its efforts on sgrvices to be delivered, rather than on persons to be hired,
retained or let go. That is the path on which the School District of New Rochelle
is now embarked. -

The first step in redesign of any program is ihe most painful. New Rocheile’s
first step invelved cutting away. The culting away was not designed just to
get within budget limitations but to release funds that would make it possible
to deliver many services that any. under-financed district could not dellver—
and to deliver them better than had been done before. - '

District personnel determined those programs that could not be cut without
violating state laws and contract provisions. Then, almost everything that was
not mandated was cut away. The_ result was a program that performed all
functions' that a school district must perform, but that offered fittle beyond
the minimum. (It should he noted that even with this cutting, class sizg, while
larger, remains well within acceptable limits. Increasing class size even more
was almost the only area of budget cutting that could still be performed.)
To protect some of the quality programs that were being offered, a few
instructional leadership positions wete instituted.

) .. Efficient management of a $24 million organization demandé a skilled and

avallable staff. But in a period of tight budgets, belt-tightening had. to be
undertaken. Cuts in this area were made so as not to interfere with the proper
functioning of the district. ’

"
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A total of $161,000 was cut from the central office budget through the

elimination of six positions, ranging from Deputy Superintendent to Director of

Pupi! Personne! Services. Two new positions were created to ‘fiil voids that

had been created and a modest fund was established to allow some consulting
services. Net savings in the central office was $101,000.

Instructional support Is that portion of the school proE;ram which is not.

totally mandated by State Law, but which provides the essential difference .

between a school district that is meeting minimum requirements and one that
Is meeting the needs of its students. It is the most-vulnerable to cutling, but
it is also the area where restoration must be made if quality is to be malntalned.

Somewhat more.than $1 million was cut from the instructional support
budget through the elimination of personnel Involved in elementary school
libraries, remedial reading, elementary physical education, elementary art,
elementary vocal music, speech and hearing, soclal work and driver education.
The services offered by each of these departments will be replaced with a
. district-wide instructional leader or support team.

The rationale for this decision must be-understood to appreciate properly °

the redesign plan. Each departmant indicated in the above list Is essential
to the guality of a school district. But the servicas provided are not mandated.
The new districtiwidg instructional leader or support team can work with class-
room teachers, praviding them with the instructional ‘programs, tools and
knowledge they need to carry out programs In each of thése areas. For
example, the elementary art instructional leader might design programs that
classroom teachers—despite limited art fralning—can carry out. The result
Is that children will receive art, music, physical education and library programs,
planned by speclalists and carried out by ciassroom teachers. (The-alternative
would be to provide no support to the classroom teachers, in which case many
children would get no program at all)

*In addition to eliminating whole departments, as outlined above, the depart-

ments of elementary imtrumental mus'c, attendance, special education,
~ school nurse-teachers, secondary library and psychologlcal services were cut,
" but not eliminated. These departments provide services that are elther man-
. dated or that could not be provided by-untrained personnal.

Teachers are the single most important element in.a quality educatlon pro-

gram. No amount of quality supervision, or Institution of programs, no innova-
tive budgeting techniques or organizational patterns can mean as much to a
school district'as the quallty of its teaching staff.

_ New Rochelle cut $2 million -from its budget. Reaction to the budget cuts
was quick and loud. It Is not easy to dismantie a program. It Is even harder to

accept the resulls when your job or your child Is directly Involved At meeting

after meeting, parents, teachers and other interested citizens of New Rochelle

voiced their dismay But their focus was on why cutbacks should not be made. -

The focus had to be shmed from what was, to what could be. The citizens of
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The University Can't Train Teachers

New Rochelle had to see the cutbacks as providing a'startlng point, a base

for improvement, rather than as an attack on their schools. They had to face

the nec:ssity for redesigning their schools.

Because A redesign program of this scope is of national significance, New
Rochelle approached the Rockefeller Foundation in an effort to obtain funds
to plan and carry out citizen participation in the redesign process. The objective
was to identify the priorities of the community, and then to design programs to
meet.these priorities.

A conference was organiZed for May 1, 1971, wrrlch was asked to consider
three questions: What effects are to be secured? What are the criteria for
evaluating effectiveness? What are the New Rochelle schools for?

The conference participants developed a list of 23 requirements for their
schools ranging from insuring that every chiid had the ability to read and
write and count, to becoming a part of the community, to "giving students the
abllity to run things.” With requirements of the system listed, the focus was
shifted once more: "If this Is a requirement of the schools, what must the
schools do to accomplish it and what pitfalls must the schools avoid that would

make meeting the requirement more difficuit?"

The group was asked to ‘identify that one requirement above all others
that It considered most important and then, in a general session, o Indlcate
how to satisfy and how to block that requirement.

Two requirements far outstripped the others in terms of demands of the
audience: “Each child to develop to his highest capacity—inteilectually, psy-
chologically and socially,” and “every chliid to read ‘and write and count.”"
Clearly the citizens of New Rochelle had very definite priorities in terms of
what they consldered thé most important tasks of their schools. . .

The redesign conterence accomplished many things. It involved the com-
munity In planning. it gave varying segments of the communlty an opportunity
to hear the priorities of others. it gave the professional staff important guide-

lines in making short range decisions about the operation.of New Rochelle's .

schools. At the same time, it set the base for a continuing study that will lead
to long range programs and solutions.

[3

. *  REDESIGN PROPOSALS

. Because the New Rochelle Schools had to be open and prepared to function
on a limited budget in September 1971, short range programs took priority in
staff ptanning. In developing short range programs, the staff took cognizance
‘of the demands of the community, as expressed in the redesign conference.
It placed its emphasis on meeting the two basic requirements of the school

district: that every child develop to his highest capacity—intellectually, psy- )

chologically and soclally—and that every child learn to read and write and
count. .
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Stratégies and Proposals for Change

The followlng programs were proposed and accepted for iImplementation
In the 1971~72 school year:

‘Maximum Advancement in Reading Knowledge (MARK)

The primary goal of the MARK program is to make every elementary school

teacher a reading teacher and to provide the tralning, assistance and materials
needed to institute an individualized reading program for every student. To
accomplish this, the following steps are being taken:

Training. All elementary school teachers and all secondary school teachers
of English will be involved In a special in-service program In reading. A team
of teacher-trainers will be employed 1o work with classroom teachers, glving
them the skills they need to diagnose children's reading problems, and to
prescribe programs for them. Sessions will be held during the school year.
(Elementary school classes will be dismissed at noon every Wednesday.) In
addition, five teachar-trainers will be employed full time during the school year.

Language Arts Teachers. Each schoo! will have a language arts teacher
whose primary responsibility will_ be to ald classroom teachers, helping them
to diagnose reading problems and to prescribe for them. On occasion, the
language arts teachers will work with children who need special help. The
emphasis will be on aiding children who, for one reason or another, have fallen
behind in reading but who are not yet so severely retarded that they cannot

_function in the classroom.

Sell-help Reading Laboratories. Each elementary school will have a reading
laboratory where individual children will be able to work on their own or witn
assistance to improve their reading skilis. These centers will be equipped with
a wide variely of materials and will be staffed by a para-professional, under
the supervision of the building's language arts izacher.

Educational Learning Center. A special districtwide center—to be located
in Washington School—will be available to help children who are seriously
behind in reading or related skill areas. Children will be bused to the educa-
tional center, sometimes for two or three weeks at a time. While there, thay
will receive an intensive dose of reading instruction geared to meet the specific
problems that must be overcome before they can profitably return to regular
classrooms. Among the services offered at the educational learning center
will be instruction for children for whom English is a second language. The
center will be sufficiently flexible so that it can also be used by students who
need only part-time help.

V. hile the basic thrust of the MARK program will be to ald students who
h: -2 been having difficulty in reading (the underachieving youngster), it will
also be of direct benefit to the “achieving youngster.” Under New Rochelle’s
present program, formal reading instruction normally ends with the third grade.
But there are many reading skills that students—particularly the very able
ones—need that are not taught in the first three years. Among these are such
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The University Can't Train Teachers

skills as reading source material, skimming, underlining, etc. Under the in-
dividualized reading program, children who are ready for these advanced
reading skills will have an opportunity to learn them. Achieving children will
also move into other areas of language arts, such as writing and speaking, and
will be able to move ahead at their own pace into rnany areas of enrichment.
They will be freed from the demands of reading classes that are not up to
thelir level and at the same time will learn advanced skills now too often ignored.

The cost of the MARK program—Iincluding stipends for teachers attending
the early training sessions, salaries of trainers and language arts teachers,
and all materlals, is estimated at $363,000 for the 1971-72 school year. By
marshalling its people, materials and financial resources In this manner, New
Rochelle responds to thé commitment to provide its chiidren with a better
reading program than ever before at a price that fits within its budget. .

o

Educatioral Support Téams

Traditionally, school pupil personnel services have been based on a *‘clinl-
cal” or “medical” model. Guidance counselors, psychologists, speech thera-
pists, nurses, etc. have worked with pupils who were referred to them. These
became their “caseload.” With financial problems and educational chenge,

this traditional “clinical” model Is no longer effective. The multitude of prob-

lems related to youth require different solutions. Pupil personnei services must
begin to develop diverse and comprehensive schoo! programs to meet the
needs of all our children. It is no longer practical for suppdrt services to func-
tion as individuals providing service. Theseindividuals must function as a
“team,” bringing their different skitls to the needs of individual students, parents,
school personnel and the community. As a “team” they must be in a position

_to provide btoad base educational sypport services in addition to servicing the

Indlvldual_ student in need of heip.

During the 1971-72 school year, educational support teams will operate
within the district. Teams will copsist of a psychologist, speech therapist,
social worker, nurse teacher and learning disability teacher. Each team will
work with three elementary schools_and wjll also devote one rlay each week to
a district-wide educational support center. With this team approach, a chlid
who Is referred to any one of the speclalists will automatically come to the

" attention of the full team, ending long and unnecessary delays in testing,

analysis and treatment.

A full-time psychologist will be located in each secondary school. He will
form an educational services team In conjunction with guidance and other
ancillary personnel in each school. The district educational support clinic
will service secondary school students who need special speech and hearing
ald.

The district educational support clinic will be staffed at all times and will
attempt to handle "walk-in" problems as well as special situations that are
referred to it.
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Strategles and Proposals for Change

The objective of thls team approach !0 educatlonal suppart services is to
put people into the schools who are solving problems, not just identifying them. PR SU——
These teams will be held responsible for diagnosing and helplng lo solve... caer e o R IR

in the belief that the fewer the intermediaries between the teacher an
pupils, the greater the level of her sense of responsibility for their full dev
ment and the greater the posslbllky of eventually implementing a functional sys-

PRSIV POy
A

teacher concentrate on the majority of her students who will learn without
difficulty. The teams will attend to the special needs of those students who
have difficulties, attempting to remove any blocks to learniny and returning
such students to the regular classroom setting where most of them belong. The
redesign will make greater service avallable to students, faculty and commu- 3 t
nity, at a cost—$236,000—that fits within the district’s budgetary needs. ¢ ;

DA

Mathematics - - ' i | ‘

All children must learn to read and write and count. That was a mandate
of the redesign conference. While the basic thrust of the short range redesign o '
program is in the areas of reading and educational support services, an ailoca- F J
tion has been made to begin the development of mathernatics redesign. A total : 3 ) ’
of $25,000 has been set aslde to purchase manipulative material, individualized'
material and simple math machines and to begin the process of retraining
teachers. Programs will also be Introduced this year specifically for students
who excel In math.

Sclence Ecology Prograni ’ : |

"Because of the importance of ecological studies, a sum of $16,000 has been
set aside to hire a single staff member and to purchase materials for delivering
support to classroom teachers in the areas of sclence and ecology. Included will
be curriculum development and supervlslon of field trips and school programs

Lunch Room Aldes , " o

Orlglnally the program of para-professional supervision during lunch periods 3
was cut from the budget but other cuts in support personnel at the elementary i
level have made it necessary to restore this service. This will guarantee duty-
free breaks for classroom teachers during every school day The cost of pro-
viding these breaks is just $30,000.

Social Service Specialists

Again responding to a speclal and Immediate need, a sum of $45000 has -
been appropriated to allow each secondary school to develop a program in
drug abuse counselling, crisis intervention and other services of a soclal service
nature.
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. The six programs listed aBove constitute the redesign program for 1971-72.
Totel cost is $715,000, sgmewhat more than the available funds. It may be
necessary to adjust prc:f ams slightly if this produces an actual deficit.

If additional money should become avallable other redesign programs
would be instituted by the district. Among those that would be considered (in
ordar of priority) are block grants to Individual schools or to Individual staff
members; media centers; and educational television,

Block Grants. While it is important to create district-wjde programs to meet
district-wide needs, it Is also appropriate to recognize the differences among
individual schools. Each has its own pursonality, created by the differences
among parent bodies, students, teachers and administrators.

Yn order to meet the needs of individual schools, the district might create

a mini-grant fund. E/a'éh' bullding would e eligible to receive an allocation

" from that fund, to bé"used In program development, Principals, students, teachi-
" ers and the community would all be involved in this spending decision.

Each principal "or individual teacher requesting funds would have to state

the nature of the program he proposed to establish, the rationale, goals and,

objectives for the program, how the money would actually be spent, and how
he proposed to measure the program's success ‘or lack of success at the end
of the year. !

These grants would not be renewed automaliéally at the end of the year.

if performance does not meet expectations, principals would be expected to.

make significant changes, modifying what was attempted .or dropping programs
aitogether. In this way, the district would be able to guarantee to each school
community an opportunity to establish programs to meet that community’s
highest priorities and to prove the .‘alue of the program that has been chosen.

- Among the programs for which grants might be sought are media centers,
cultural programs of various kinds, television workshops, ecological learning,
etc. There would be no limitation upon projects proposed, so. long as the
school can define the program's objectives and offer methods for evaluating
success. .

"It Is estimated that $200,000 would be needed to make such a Program

effective,

Media’ Centers. A recent article pointed out that “between the media and
the marketplace” Americans are exposed to an abundance of things. "Un-
fortunately, the abundance stops at the school house door. There where in-
formation, educating artifacts, and services shouid flood the environment
because they are essential to learning, scarcity takes over—which may be
why, compared to the outside world, schools often have a vacant, unreal

quality.” Well-stocked media centers would be a major step toward providing

the things of learning to every school in our district. Through such centers,
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Strategles and Proposals for Change

o
students would have access to the latest in print, photographi¢c and electronlc %
, learning materials, materials that are essential for true learning. The Importance
of providing such centers cannot be overestimated, but a sum of at least . .. —Z& - 1~
. $100 000 would be needed in order to make a start In this direction. ’ g
. Educational Television. The possibility of the district investing $250,000 in

the development of educational television was originally put forward at a time
when it was believed that matching funds would be avallable from government
and industry. Such matching funds are not now on the horizon sc a project
which originally had been given high priority must drop further down. How-
ever, the future availabllity of matching funds covld change this sltuation com-
pletely. Educational- television could be a major tool of the New Rachelle
School DiMrict if used properly. Wé must not overlook that possibility In our
future—and immediate—planning.

A Look to the Future

A As has been made quite clear from the be&lnnlng, New Rochelle's redesign S
program is in two phases--short range and long range. And, as Dr. Spillane o
has said, "It is perfectly possible that the eventual long range redesign will 1 >
reverse or change that which has been undertaken for the short range.”

Long range redesign Is a major undertaking. 1t must begin with community

pariicipation.and with concentration nut on means (how:can we best teach

\ tausic r art or reading) but with goais and objectives and prioritles. In an

-effort to encourage redesign activity in the community, the second Tuesday .

of every month has been designated for meetings for that purpose. Citizens

have been asked to come forward to take the lead in determining the redesign®

_ format and in determining how the entire New Rocheile community can be ’

involved in deciding the rale that its schools shall play In the future.

The May 1 conference provided guidelines for thg short range redesign
that New Rochelle’s schools had to accomplish. But the conference was actualiy
more important as a first step in an entire redesign project thdt wlll involve
the whole community over the next school year.

_ Sometimes, heing Number Two is easier than belng Number One. New
Vo ' Rochelle, for better or for worse, Is Number One in the nation today in re-
desligning its schoo! program, forced to that point by a funding program that
leaves it nowhere else to go. If New Rochelle's redesign program is successful,
it will set a pattern for sc?fol districts throughout the nation. That Is why it'is
so important that we measure each step, weigh each action, understand the
implications of the directions in which we are going.

The redesign process demands that we examine the services we expect our
schools to deliver, rather than the persons who are delivering them. The
redesign process demands that we ask, what are the services to be delivered
and how can we deliver them most economically and at the highest possible

i : level of quality? Only by asking——and answering—this question can school
: programs be redesigned to meet the needs of the times, ‘ T
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The Study’ 'Commieeion on Undergraduate Education and the Educetion
of Teachers has been assigned by the National Center for the improve-
ment of Educational Systems, U.S, Office of Education, ‘the task of re-
searching educational r‘torm and developing programmatic thrusts.
The Study Commission works with the UPEP (Undergreduete Preperetion

. of Educetionel Pereonnel) steﬂ in. thie proceee

Thie study document is eecond ina serlee thet heve been prepered by
the Directorate of the Study Commiasion. The first volume, Education for

1984 and After, reports conversations with and articles by Deene, and
leaders in Schools of Education and “Teaching-Learning Centers.” A
“third volume, Of Education and Humen Community, contains ‘conversa-

tions with and. articies by leaders’ in _experimental ‘education. These
materials are available on request from the Nebraska Curricu }um Devel-
opment’ Center. _Univereity of Nebraske, Andrewe Hell Lincoln Nebreska,
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